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ABSTRACT
Throughout the history of this country, the majority of Native Americans resisted
all attempts by the federal government to educate them. Then in the late sixties and early
seventies tribal colleges came on the scene. In spite of being faced with seemingly
insurmountable odds and located on isolated Indian reservations, tribal colleges became
well established in a few short years. They went from being located in dilapidated
buildings and relying on affiliations with state institutions to offering their own individual
coursework and being located in modem facilities, fully accredited by their respective
accreditation agencies. Tribal colleges succeeded where most federal initiatives failed.
The purpose of this study was to identify the factors contributing to the success of
two tribal colleges: one located on the northern plains and one located in the woodlands
area o f the midwest.
The case study method was utilized. The researcher conducted face-to-face
interviews with four college board members and the president from each college. The
data were analyzed to determine the social-economic factors that led to the founding of
the colleges and to identify the barriers and obstacles the colieges faced as they grew and
developed.
The findings of this study identified the factors that led to the founding of the
colleges, the factors that were critical in the survival of the colleges, the factors that
hindered the colleges’ growth and development, and the factors that identified the impact
xiii

the colleges had on their reservations. The primary research conclusions of this study
emerged as eight themes: (1) need for education - both for the community and
individuals; (2) leadership - people who demonstrated tenacity and commitment to cause;
(3) tribal members as college presidents - people who were enrolled members of the
tribe; (4) community support - for the colleges, not just athletics; (5) qualified
individuals - people who have knowledge and experience on the reservation;
(6) culture - openly teaching of culture; (7) barriers and obstacles - such as lack of
facilities and funding; and (8) impact on community - resulted in more college-educated
tribal members.

xiv

CHAPTER I
INTRODUCTION
Background of the Study
The purpose of this study is to identify the factors that led to the success of two
tribal colleges located on two separate Indian reservations. To fully understand why this
study is important, one must be cognizant of how 400 years of European immigration
forced the original inhabitants of this land, Native Americans, to give up their way of life
and confine themselves to living on reservations. There also needs to be an
understanding of why such fiercely independent people were resistant to all attempts to
assimilate or acculturate them into the European-American society.
This resistance by Native Americans to assimilation and acculturation efforts of
the federal government resulted in the failure of numerous Indian policies designed by
the federal government to educate the Indians and to promote economic self-sufficiency
on Indian reservations. This pattern of failed education and economic development
initiatives was not limited to federal government efforts; state governments, religious
organizations, and tribes themselves tried many times to improve the plight of the Native
American, but the majority of these efforts failed (Special Subcommittee on Indian
Education, 1969). Then, in the late sixties and early seventies, a new movement came on
the scene in Indian Country - tribal colleges. Tribal colleges were an anomaly in Indian
Country at that time, as they were founded, organized, and operated solely by Native
1

Americans, not the federal government, not the Bureau of Indian affairs, nor any religious
organizations. For the most part, tribal government involvement in tribal colleges was
kept to a minimum (Carnegie Foundation for the Advancement of Teaching, 1989).
Tribal colleges appeared to be the result of a grassroots movement developing
among Native American communities, in the homes of the people (C. Davis, personal
communication, January 6, 2005). After 400 years of active resistance to the American
educational system, how could this be? Who, or what, was responsible for this
movement? This study will attempt to address these questions; but to do so, it needs to
start at the very beginning, when Europeans first set foot on these shores, now known as
North America.
The “Discovery” of America
When Europeans first sailed to America, Indian tribes (tribal nations) were
sovereign by nature. They conducted their own affairs and depended upon no other
source of power to uphold their acts of government (Canby, 1988). “Indigenous
American nations were not conquered by the U.S. armed forces, as many believe” (Treaty
Rights, n.d., Historical Context section, para. 2). Rather, indigenous lands were obtained
through negotiation and contractual consent. The Northwest Ordinance of 1787 declared,
"The utmost good faith shall always be observed towards Indians; their land and property
shall never be taken from them without their consent" (Pevar, 2002, p. 6). Due to the
ability of the tribal nations to wage war and the seemingly endless availability of land,
both the colonial governments and the young United States realized it was in their best
interest to allow' tribal nations to regulate their own affairs. Thus began the era of treaty
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signing between tribal nations and the federal government. The first treaty between the
American Indians and the United States was with the Delaware in 1778 (Utter, 1993).
Treaties are defined as legally binding contracts between parties that cannot be
changed or cancelled without agreement by all parties. Indigenous nations were
recognized as separate, sovereign entities and treaties established distinct
boundaries between Indian and non-Indian territories. Within their territories,
Indigenous Americans governed their own internal matters. (Treaty Rights, n.d.,
Historical Context section, para. 2)
The definition of treaties is reflective of a general rule of international law that
states that the internal laws of acquired territories continue in force. A tribe, as defined
by the United States Supreme Court, is as follows: “By a ‘tribe’ we understand a body of
Indians o f the same or similar race, united in community under one leadership or
government, and inhabiting a particular though sometimes ill-defined territory” (Utter,
1993, p. 29). Eventually, the United States made treaties with hundreds of indigenous
tribal nations, exchanging payments for land and access rights (Canby, 1988).
From the first moment of contact with Europeans, the indigenous people of North
America were at an extreme disadvantage. Not only were they at a disadvantage from a
technological standpoint, but they were also at a disadvantage from a cultural standpoint.
This contrast in culture was evident in the relationship between the two groups.
Indian culture was based on an oral tradition, as they placed a high value on the
spoken word. Their verbal words were binding. European culture was based on the
written word; their written word was binding, but words spoken were often forgotten.
Therefore, Indians v/ere at a distinct disadvantage whenever negotiations took place.
Whenever a European spoke, the Indians viewed the words as binding; Europeans did
not. Whenever Europeans tried to write things down, Indians did not understand the
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necessity of writing things down. Were not the words enough? The difference in
methods o f communications between immigrants and Native Americans often led to
misunderstandings and broken treaties.
When Native Americans heard promises like “as long as the grass shall grow and
the river flows,” they took them literally. Even today, many Native Americans do not
believe that the terms education, health, and welfare, promised to them in the treaties,
have all been honored by the United States. They are still waiting for the federal
government to fulfill promises outlined in the treaties. Another cultural difference is
evident in the way Indians and Europeans approached negotiations. Whenever Indians
and Europeans came together, the Indians often viewed their relationship as an alliance;
the European immigrants, as a business proposition, a means to acquire more land.
An inherent weakness Native American tribes had when interacting with the
“white man” was that the Indians did not view themselves as one group of people. Prior
to European contact, American Indians were not “Indians,” but were members of many
independent and diverse socio-political and cultural groups (Utter, 1993). Tribes were
well aware of the diversity and unique culture between each group of people. Each tribe
had its own beliefs, customs, and cultures. Because each tribe was a unique entity and
group, immigrants encroaching further and further into Indian territory often divided
Indians. The tremendous numbers of European immigrants eventually conquered the
small independent bands of Native Americans, not necessarily through warfare, but
through sheer numbers of persons. A surrender speech made by Cochise, an Apache
leader and warrior, demonstrates his frustration at the numbers of immigrants.
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Many people came to our country. First the Spanish, with their horses and their
iron shirts, their long knives and guns, great wonders to my simple people. We
fought some, but they never tried to drive us from our homes in these mountains.
After many years the Spanish soldiers were driven away and the Mexican ruled
the land. With these, little wars came, but we were now a strong people, and we
did not fear them. At last in my youth came the white man, under your
people. . . . I have fought long and as best I could against you. I have destroyed
many o f your people, but where I have destroyed one white man many have come
in his place; where an Indian has been killed, there has been none to come in his
place, so that the great people that welcomed you with acts of kindness to this
land are now but a feeble band that fly before your soldiers as the deer before the
hunter, and must all perish if this war continues. I have come to you, not from
any love for you or for your great father in Washington, or from any regard for his
or your wishes, but as a conquered chief, to try to save alive the few people that
still remain to me. I am the last of my family, a family that for very many years
have been the leaders of this people, and on me depends their future, whether they
shall utterly vanish from the land or that a small remnant remain for a few years to
see the sun rise over these mountains, their home. I here pledge my word, a word
that has never been broken, that if your great father will set aside a part of my
own country, where I and my little band can live, we will remain at peace with
your people forever. . . . I have spoken. (Armstrong, 1971, p. 187)
Native Americans were puzzled by how the colonists lived, but they did not see
any reason to change them. On the other hand, the colonists’ misunderstanding of the
Native American way of life, of living as one with the land, wild and free, was sometimes
used as an excuse by the colonists to change, “educate,” or assimilate the Indians. Some
colonists wanted to modernize and help the Indians out of their ignorant state. Many
colonists were afraid of the Indians’ fierce countenance and apparently “savage”
existence and wanted nothing to do with them. Other colonists may even have felt that
the Indians were lesser human beings, too ignorant and wild to change, and as
subordinate beings should be exterminated (Mintz, 2003).
The French philosopher Montaigne reflected on the pervasive ignorance about
Indians that existed in early colonial times when he said, “[The Indian] had no knowledge
o f letters, no intelligence of numbers, no name of magistrate, nor of politics . . . no
5

apparel but natural” (Mintz, 2003, European Perceptions section, para. 2). The majority
o f the English colonists did not want to coexist with the “savages” (Mintz, 2003).
These cultural differences between immigrants and Native Americans did not
bode well for the Indians and their descendents, as Chief Tecumseh was well aware. In
1810, he faced Governor W. H. Harrison to bitterly protest the land sales of 1805-06. He
said they were affected by the use of strong liquor, a breach of the Treaty of Greenville.
He refused to enter the Governor’s mansion; instead, he said to his tribesmen,
The way, the only way to stop this evil is for the red men to unite in claiming a
common and equal right in the land, as it was at first, and should be now - for it
was never divided, but belongs to all. No tribe has the right to sell, even to each
other, much less to strangers.. . . Sell a country! Why not sell the air, the great
sea, as well as the earth? Did not the Great Spirit make them all for the use of his
children?
How can we have confidence in the white people? (Armstrong, 1971,
pp. 43-44)
For 400 years, since the first settlers set foot on American soil to the present
times, European colonists and later the U.S. government have been trying to educate and
assimilate the Indian into European-American culture. All attempts have failed
miserably, because the Indians are fiercely proud of their heritage, culture, and
independence. But it is hard to be proud when you are a conquered people, often living
in poverty on reservations, when your history speaks of a free, plentiful, independent
existence that no longer exists.
The Indians’ past depended upon vast amounts of land to sustain their people.
They needed to travel, hunt, and fish. All that changed and was gone when the colonists
came. There were too many settlers for the land to sustain all the people on the land, as it
had in the past. This defeat of the Indians, of their culture and way of life, has caused
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serious debilitating conditions to arise on reservations among the Indian peoples. But it
has not totally defeated their spirit. They have been finding ways to improve their
circumstances. One manifestation of the Indians’ fight for self-preservation and better
living conditions has been the establishment of tribal colleges.
Purpose of the Study
The purpose of this study was to identify the factors responsible for the success of
two tribal colleges. These two extremely successful tribal colleges were selected for this
study because of their different geographical locations, the vast difference in age of the
institutions, similar relationships with their tribal governments, and the fact that both are
located on Indian reservations. Tribal colleges are so rooted in their cultural contexts that
studying the participants and organizations in the natural setting is mandatory for
accurate lindings.
Research Questions
The following research questions were used as a guide for the study:
1. What factors do successful tribal colleges have in common?
2. What are the positive and negative factors in a relationship between tribal
colleges and tribal councils?
3. Do tribal college governing boards get training and what is the impact of that
training?
4. Is there an impact on the effectiveness of the president of a tribal college when
that president’s tribal traditions (or social traditions) are different from that of
the community in which the tribal college is located?
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5. What is the relationship between the governance structure of a tribal college
and indicators of academic quality?
6. What is the relationship between micro-management of a college by the board
of directors/tribal council and indicators of academic quality?
Significance of the Study
The timing of this study coincides with sweeping attitude changes in Indian
Country. Most tribal constitutions, written around the time of the Indian Reorganization
Act (1934), are increasingly viewed by young tribal me 'bers as old, outdated, and in
need of change. Within the last decade, tribal members have been increasingly vocal
regarding their expectations of the tribal government. Younger tribal members are
increasingly questioning the status quo that exists in tribal governments. With a
significant change potentially on the horizon, tribal members will be searching for and be
receptive to a governance model that is efficient, effective, and gets things done. Tribal
members are demanding more and more that their governing members be accountable for
their decisions/actions. Specifically, they want a government where policies and
procedures are actually followed, where due process is a reality, not just lip service,
where decisions are based on facts and objectivity, not favoritism and nepotism, where
education is viewed as positive, not negative. With dramatic reform on the horizon in
Indian Country, this study on what makes tribal colleges successful can be used as a
catalyst for these changes.
Definition of Terms
The following terms are defined by the researcher to help readers better
understand the research:
8

Indian Reorganization Act - Wheeler-Howard Act, June 18, 1934. This Act gave
Indian tribes the right to adopt an appropriate constitution and bylaws.
Tribal govermnent/Tribal councils. These were established by the Indian
Reorgan' .. ion Act - Wheeler-Howard Act of 1934 and are the governing body for
reservations and its members.
Tribal college. There are two types of tribal colleges: those that are chartered by
their respective tribal governments and located on or near a reservation, and those that are
owned and operated by the Bureau of Indian Affairs.
Indians/American Indians/Native Americans. These terms are used
interchangeably in this paper. They refer to the inhabitants of North America before
European colonization.
Limitations of the Study
There currently are 34 tribal colleges in operation in the United States (Boyer,
1997). O f these 34 tribal colleges, only 2 tribal colleges participated in this study. The
majority of students who attended the tribal colleges in this study are from two tribes,
although the colleges do serve a small number of students from other tribes.
In order to substantiate the researcher’s statement regarding the success of tribal
colleges, this study has to describe in great detail the dysfunction, both historical and
present, that exists on Indian reservations. Fellow Native Americans may believe this is
disrespectful to Native Americans and reservations in general. Nothing could be further
from the truth. This study is meant to bring hope to Native Americans who desire
positive change by documenting the factors responsible for the success of one type of
tribal organization - the tribal college. It is the researcher’s hope that by identifying
9

factors responsible for Native American difficulties in achievement and identifying
factors that have helped Native Americans overcome their difficulties in achieving, all
Americans, both Native and non-Native, will have a better, more objective understanding
of the plight of people living on Indian reservations.
Finally, having been born and raised on an Indian reservation, as a former tribal
college student, tribal college board member, tribal college Adult Basic Education
instructor, tribal college academic dean, and tribal college president, this researcher may
have a unique perspective; and may distinctively interpret data gathered in this study in a
manner different than non-Native Americans. It is possible that this insider’s view may
have colored any view of historical events and view of mainstream society.
Organization of the Study
Chapter I contains the background of the study, the purpose of the study, the
significance o f the study, and the limitations of the study. Chapter II contains the review
o f literature (historical perspective; Native Americans and colonial colleges; Indian wars,
mission period, treaties, and reservations; and a preamble to tribal colleges). Chapter III
is the methodology used. Chapter IV is the presentation of the results through a case
study conducted on both tribal colleges and the identifications of the themes gleamed
from interviews of the board of directors and the two tribal college presidents. Chapter V
is the conclusions, findings, and recommendations.
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CHAPTER II
REVIEW OF LITERATURE
Historical Perspective - Four Hundred Years of Failure
The question may be raised: “What makes the success of Tribally Controlled
Community Colleges (TCCC) different than historically Black colleges, Hispanic serving
institutions, land grant institutions, or, for that matter, the founding of the current higher
education system?” This is a very good question. What makes the struggles of TCCC
unique?
The researcher will attempt to answer this question by examining the historical
relationship, in the patterns of inter-relationships or interactions, between European
immigrants and the Native Americans. In an effort to answer this question, Chapter II
will focus on one area, the differences in the philosophy, spirituality, values, and
lifestyles of Native Americans and the colonists, who immigrated to their lands. The
researcher will explore how, through the centuries, these profound differences prevented
the two races from coexisting in a peaceful, non-destructive relationship, a key to the
reasons behind why Native Americans rejected the educational systems in the United
States. These differences contributed to the founding of tribal colleges.
In his book, Custer Died For Your Sins, Deloria (1969) talks about the great
military might of the United States. He points out that the United States has never lost a
war, but could never win peace. Deloria believes that the United States is incapable of

winning peace because it refuses to exchange ideas, concepts, and thoughts with other
countries and recognize the fact that two distinct societies can exist together without
conflict (Deloria, 1969). To emphasize this point regarding Native Americans, he says,
As Indians we will never have the efficient organization that gains great
concessions from society in the marketplace. We will never have a powerful
lobby or be a smashing political force. But we will have the intangible unity
which has carried us through four centuries of persecution. We are a people
unified by our humanity - not a pressure group unified for conquest. And from
our greater strength we shall wear down the white man and finally outlast
h im .. . . WE SHALL ENDURE, (back cover)
In her book, North Dakota’s Indian Heritage, Schneider (1990) describes the
living conditions on Indian reservations. If all Americans understood this sentiment,
there would be no need for this paper. However, for Native Americans born and raised
on an Indian reservation during the fifties, sixties, and early seventies, this profound point
o f view was the furthest thing from their minds. This was a time when extreme poverty
was the norm and jobs were virtually non-existent; there was no hope for a better way of
life. Those individuals, Indians and non-Indians, who attempted to bring positive change
to the reservation inevitably failed. Thus, the speculation stood clear: Why would a tribal
college be any different? It would suffer the same fate every other initi , ive had, whether
it was economic, social, or educational - failure. It did not matter who initiated
them - the government, the tribe, private individuals, or religious organizations. They all
failed. Besides, no Indian ever went to college, nor wanted to. It just was not done. As
far as opening a college on a reservation, the reservations simply lacked the basic
infrastructure to support an institution of higher learning. No facilities existed to house a
college, no public library to support basic research. Very few people had dependable
transportation and most reserve on residents had a negative attitude and/or they were
12

suspicious of education because of bad experiences they had while attending schools both
on and off the reservation (Schneider, 1990).
In addition to the stark poverty that prevented Indians from being enthusiastic
about starting a college, most tribal members did not see the relevance of a “white m an’s”
education in their daily life. This was due to a huge chasm that existed between the two
societies’ belief systems, their values and customs were as different as night is from day
(Szasz, 1999). The chasm between the two cultures may have been (and possibly still is)
so great that 400 years of interaction has not bridged it. In Behind the Trail o f Broken
Treaties, Deloria (2000) relates this story: In 1966, the National Congress of American
Indians (NCAI) wanted to give an award to Sergeant Shriver, who was then the director
of the Office o f Economic Opportunity. This meritorious award was for service to the
Indian people. The NCAI had printed a special form that noted Shriver’s contributions to
the Native Americans. At the bottom of the form were several blanks; one had the word,
“President,” printed beneath it. As the NCAI officials filled out the form, they came to
the blank for the President’s name and they stopped. One officer inquired, “Is this our
president who is to sign here . . . or theirs?” (Deloria, 2000, p. 1). After a long and
careful debate, the Indians decided “the great White F ather. . . is not 'our’ president. . .
[but] ‘theirs’” (Deloria, 2000, p. 1). Deloria explains their decision this way:
Behind this attitude, which may appear curious to the non-Indian, is more than a
racial distinction. For the most part, Indians have not accepted the mythology of
the American past which interprets American history as a sanitized merging of
diverse peoples to form a homogeneous union. The ties to tribal heritage are too
strong, the abuses of the past and present too vivid, and the memory of freedom
too lasting for many Indians. A substantial number of reservation Indians see the
white man as little more than a passing episode in a tribal history which spans
millennia. The white man may be the most destructive influence which the tribe
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has encountered, but he is still not regarded as a permanent fixture on the
continent, (p. 2)
This attitude, which rejects the mainstream society and its educatio
not new. It goes back to the very first contact bef\\

^tem, is

. the colonists and Native

Americans and continues right up to this century, as evidenced by the following three
speeches each from a different time period, by Native Americans.
In July 1777, Old Tassel, of the Cherokee tribe, met at Long Island with U.S.
commissioners to negotiate a treaty. After listening intently to what was said, he replied,
Much has been said of the want of what you term “Civilization” among the
Indians. Many proposals have been made to us to adopt your laws, your religion,
your manners, and your customs. We do not see the propriety of such a
reformation. We should be better pleased with beholding the good effects of
these doctrines in your own practices than with hearing you talk about them, or of
reading your newspapers on such subjects. You say, “Why do not the Indians till
the ground and live as we do?” May we not ask with equal propriety, “Why do
not the white people hunt and live as we do?” (Armstrong, 1971, p. 30)
Fifty-two years later, in 1829, Daykauray, a Winnebago chief, made a similar
reply to Indian agent John H. Kinzie at a council fire at Prairie du Chien in response to a
proposed plan to educate a group of Indian children in the language and habits of
civilization:
Father: The Great Spirit made the white man and the Indian. He did not make
them alike. He gave the white man a heart to love peace, and the arts of a quiet
life. He taught him to live in towns, to build houses, to make books, to learn all
the things that would make him happy and prosperous in the way of life appointed
him. To the red man the Great Spirit gave a different character. He gave him
love o f the woods, of a free life of hunting and fishing, of making war with his
enem ies.. .. The white man does not like to live like the Indian - it is not his
nature. Neither does the Indian love to live like the white man - the Great Spirit
did not make him so.
We do not wish to do anything contrary to the will of the Great Spirit. If
he had made us with white skins and characters like the white man, then we
would send our children to this school to be taught like white children.
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We think if the Great Spirit had wished us to be like the whites, he would
have made us so. We believe he would be displeased with us to try and make
ourselves different from what he thought good.
I have nothing more to say. This is what we think. If we change our
minds we will let you know. (Armstrong, 1971, p. 56)
Almost 100 years later, the ongoing clash of cultures between the races was
reflected in a speech at the 1927 Grand Council of American Indians:
The white people who are trying to make us over into their image, they want us to
be what they call assimilated, bringing the Indians into the mainstream and
destroying our own way of life and our own cultural patterns. They believe we
should be contented like those whose concept of happiness is materialistic and
greedy, which is very different from our way.
We want freedom from the white man rather than to be integrated. We
don't want any part of the establishment, we want to be free to raise our children
in our religion, in our ways, to be able to hunt and fish and live in peace. We
don't want power, we don't want to be congressmen, bankers, we want to be
ourselves. We want to have our heritage, because we are the owners of this land
and because we belong here.
The white man says there is freedom and justice for all. We have had
“freedom and justice,” and that is why we have been almost exterminated. We
shall not forget this. (“Quotes from Famous,” n.d., para. 12)
Strangely, many colonists who spent time with Indians had preferred their way of
life to their own. This was the case with a young American trader named Alexander
Henry, who lived among the Indians in 1763-64.
Henry’s favorable reaction towards the Indian mode of life is in agreement with
the reports of many white people who lived among the tribesmen for a while. In
fact, there were many whites, who, after having tried it, expressed a preference for
the free but hazardous life of savagery to the more restrained life of civilization.
Yet, while there were whites who preferred to live like Indians, there were
few, if any, Indians who regarded a completely civilized form of living as superior
to their own way of life. This is true even of Indian children who were educated in
the schools of the white colonists and who were later permitted to return to their
own people. With the opportunity of choosing between the two ways of life, they
rarely cast their lot with civilization. This was because the Indian was convinced
that the white man’s style of life, with its lack of freedom; innumerable laws and
taxes; extremes of wealth and poverty; snobbish class divisions; hypocritical
customs; private ownership of land; pent-up communities; uncomfortable clothing;
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many diseases; slavery to money and other false standards, could not possibly
bring as much real happiness as their own way of doing things.
The great mass of white people and the great mass of Indians realized that
their two ways of life were directly opposed. Each race looked upon the other as
inferior; neither felt inclined to adopt the ways of the other; and that is why the
Indians and the whites could not get along together.
One or the other of the two groups of people had to give up their
accustomed mode of existence. And the longer the whites were in the country the
plainer it became that the Indians [were] . . . a race of hunters and small farmers
doomed to be strangers in their own country. (Armstrong, 1971, pp. 24-25)
However, some early settlers realized that by educating and converting Native
Americans there would be advantages both economically and politically, so they decided
to educate them (Wright, 1985). These were the primary reasons the settlers at
Jamestown, Virginia, founded the first plans to educate Native Americans in the “New
World” (Wright, 1988).
Native Americans and Colonial Colleges
The history of Native American higher education over the last 300 years was one
of compulsory Western methods of learning, recurring attempts to eradicate tribal
cultures, and high dropout rates by Native Americans at mainstream institutions (Boyer.
1997). This was certainly true of higher education in the colonial era and it was also true
at the time o f this study.
Varied experiments in Indian education were widespread throughout colonial
America. The diversity of the individual colonies, as well as the different
settlement patterns and governments of colonial regions, mirrored efforts to
educate non-Indian children in the seventeenth and eighteenth centuries. Thus,
in New England where a strong tradition of formal education developed, the
greatest number of Indian schools operated; conversely, in the deep south where
the fewest number of schools operated and illiteracy rates were highest, there
were few attempts to organize Indian schools. (Indian Boarding Schools, n.d.,
para. 4)
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Ill his doctoral thesis, Piety, Politics, and Profit: American Indian Missions in the
Colonial Colleges, Wright (1985) reveals the little known fact that early colonial colleges
were founded with the express purpose of the propagation of Christianity among the
American Indians. Wright goes on to say that throughout the colonial period, the English
viewed “education as a primary means” (p. 7) to accomplish this pious mission. The
purpose of his study was to “investigate, detail, and interpret the higher education of
American Indians during the colonial period” (p. 11). Wright critically examined the
educational Indian mission in four colonial colleges. He examined institutional
experiments at Henrico College, Harvard College, the College of William and Mary, and
Dartmouth College.
Wright (1985) found that while the colonial educators professed their own piety
as if this were their singular motivation, they capitalized on the charitable impulses of the
pious English and on the opportunities the charity presented in furthering other political
and economic interests.
Wright (1985) revealed how funds that had been collected for conducting early
experiments in educating Native Americans were diverted from the intended purpose to
fund other projects. This was a primary cause for the ultimate failure of these early
experiments in Indian education.
The colonists’ plans for formal Indian schooling centered around two beliefs:
(a) Any schooling endeavor must Christianize and civilize Native peoples - thus, the
primary teachers and promoters of Indian education were to be missionaries and pious
laypersons; and (b) Indians must be persuaded to send their children to school (Szasz,
1988).
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These two beliefs formed the foundations for many Indian education experiments.
Some of the best known include Harvard College, opened in 1636 partly for the
“education of the English and Indian Youth . . . in knowledge: and Godliness” (Wright,
1988, p. 6); William and Mary College, founded in 1693 in part so that “the Christian
faith may be propagated amongst the Western Indians” (p. 8); and Dartmouth, opened in
1769, to offer “all parts of Learning which shall appear necessary and expedient for
civilizing and christianizing Children of Pagans” (p. 11). Clearly, the colonists sought to
use education to destroy the “Indianness” of the Native peoples. The reasons they failed
become evident upon examining the colonial enrollment records at all three institutions.
Indeed, few Indians attended and even fewer graduated; only one Indian received a
degree from Harvard, while an average of 8-10 Indian students were enrolled at William
and Mary each year (Szasz, 1988).
Most Native Americans resisted sending their children to school; however,
missionaries did manage to persuade a few families into believing the key to Indian
survival in an increasingly hostile colonial environment was attending a white man’s
school. These Indians reluctantly surrendered their children in the hopes that a
Euro-American education would help them survive in a world becoming increasingly
hostile to Native Americans (Szasz, 1988).
Early colonial attempts to educate Native Americans failed for the same reasons
educational attempts failed throughout the history of Indian education, up until the
present. Missionaries had no comprehension of the complexity and sophistication of
traditional Native educational, social, and cultural systems, and they harbored deep
prejudices against the Indians (Special Subcommittee on Indian Education, 1969). This
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deep prejudice was the result of their religious zeal, and it prevented them from
understanding why the Indians held onto their cultural values and spirituality with such
tenacity (Wright, 1985). Rather than live with such scorn, early Native American
students often returned to their own people without completing their education (Szasz,
1988). Although early colonial schools educated a very small percentage of Native
American children, their supporters had successfully created the foundation upon which
the future of Indian education would rest. Thereafter, the majority of Native Americans
would view education as an effort to stamp out their religion and culture by
Christianizing and civilizing their children (Szasz, 1988).
Henrico College
The first proposal for organized education of any kind in the American colonies
was Henrico College. The history of attempting to impose European English style
education on American Indians goes back to the establishment of the Henrico Proposal in
1618 (Stein, 1988).
In keeping with the prevailing ideology of colonial conquest that suggested a
European obligation to “pacify” and “civilize” indigenous people, British
Virginians petitioned the crown for funding to develop an Indian college within a
decade of the first permanent settlement at Jamestown. (Native American
Colonial, n.d., para. 1)
“The Henrico settlement was the third attempt by the English, under the auspices
of the Virginia Company of London, to establish a permanent settlement in close
proximity to the mouth of the James River in Virginia” (Vacik & Miller, 1995, p. 6). In
1610, the Virginia Company of London went on record stating the mission of the
company was to educate and evangelize the Native Americans, “to preach and
baptize . . . and by propogation of the gospell, to recover out of the arms of the divell, a
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number of poore and miserable soules, wrapt up unto death, in almost invincible
ignorance” (Wertenbaker, 1914, p. 31).
As the settlement in Virginia grew, and as more contact with the Natives
occurred, the education of the Native American became a company goal. Edwin Sandy’s
ultimate plan was to institute a systematic scheme of education for Virginia, leading up
from free school to college and, in further time, a university (McCabe, 1922). In the
early days of the settlement, an Englishman, Reverend Alexander Whitaker, succeeded in
converting a number of Natives to the Christian faith. Buoyed by his success, he urged
the entire English nation to come to the salvation of the “naked slaves of the devil 1” (as
cited in Vacik & Miller, 1995, n. 8). In addition to saving their souls, Whitaker also
envisioned cultural salvation for the Natives as well. An excerpt from a company tract
written in 1613 demonstrates the intent of the Virginia settlement to develop a university
and make a place for educating Indian children.
We do therefore according to a former grant and order hereby ratifie [sic] confirm
and ordain that a convinient [sic] place be chosen and set out for the planting of a
university at the said Henrico in time to come and that in the mean time
preparation be there made for the building of the said College for the Children of
the Infidels according to such Instructions as we shall deliver And we will and
ordain that ten thousand acres partly of the Lands they impaled and partly of other
Land within the territory of the said Henrico be allotted and set for the endowing
of the said Henrico University and College with convenient possessions.
(Kingsbury, 1933, p. 102)
However, the impetus for building a college at Henrico really emerged when
Rebecca Rolfe, better known as Pocahontas, married a 29-year-old widower named John
Rolfe and converted to Christianity (Burton, 1904; Hawke, 1966). Rebecca carried
herself with such poise and dignity that her untimely death in 1617 set into motion a
national project, to establish a college at Henrico for the conversion and education of
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Virginia’s Native Americans (Hawke, 1966). Therefore, the mission of the college at
Henrico was primarily to educate and evangelize the Native Americans (McCabe, 1922).
In turn, these educated Native Americans would return home and convert their fellow
tribesmen to Christianity (Chitwood, 1948). Henrico College may have been the first
example of vocational education that “was to have been somewhat like an industrial
school with the purpose of making Indians useful members of society” (Land, 1938,
p. 487).
Though the plans for the proposed college in Henrico were officially endorsed
both by the Virginia Company in 1618 and King James, the goal of establishing
an institution to educate the “Children of the Infidels” . . . was to be ultimately
frustrated by fraudulent money management. (Native American Colonial, n.d.,
para. 1)
Sir Edwin Sandy, the venerable treasurer of the Virginia Company, collected a net £2,043
for the express purpose of an Indian college at Henrico, but used the funds to ship
indentured tenants to the colonies (Native American Colonial, n.d.).
With the establishment of a college for Native Americans at Henrico, a pattern
emerged: fraudulent use of funds earmarked for Native American education. This pattern
was to persist throughout the colonial era. “Dartmouth, like Harvard and the College of
William and Mary, survived its first years by fraudulent use of moneys earmarked for
Indian education” (Native American Colonial, n.d., para. 12). Administrators at those
first colonial colleges opportunistically capitalized on English fears of Native American
uprisings to “appeal to charitable Britons’ sense of pious duty to socialize the ‘heathen’
races o f North America, and generally met with success irrespective of sectarian identity”
(para. 12).
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Harvard College
Shortly after its founding, Harvard’s president, Henry Dunster, professed an
interest in converting Indians into Christians in order to gain access to the free-flowing
charitable funds that were available for that purpose. Dunster’s requests for funding
coincided with the uneasy end of Connecticut’s Pequot War. Dunster’s efforts were
successful and, by 1653, an Indian college was built on Harvard’s premises. Dunster
deceptively repealed on the progress of his Indian students to benefactors in England;
however, no Indian students entered Harvard until 1660, seven years after the college was
founded {Native American Colonial, n.d.).
In the four decades of the Indian college’s existence, it housed only four known
Indian students out of its total capacity of forty. Instead, administrators used the
Indian school building to accommodate twenty English students capable of
providing Harvard with sorely needed revenue. {Native American Colonial n.d.,
para. 4)
William and Mary
Just prior to the movement to found the Anglican school of William and Mary,
Nathaniel Bacon, a wealthy frontier planter and relative of the governor, organized a
group o f exploited laborers (indentured servants under contract to work for wealthy
planters) and they attacked some peaceful Indians. Bacon and his followers felt the
Indians were being coddled by the government. The colonists were angry about poor
working conditions in the colonies and lack of farmland. Some of them started farming
on Indian land, ignoring treaties between the government and local Indians (Stuckey &
Salvucci, 2003).
When the governor of Virginia tried to stop Bacon from attacking the Indians,
Bacon and his followers attacked and burned Jamestown, a colony in Virginia. After
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Bacon’s rebellion, the colonists had an understandably difficult time making peace with
the Indians (Stuckey & Salvucci, 2003). The government recognized that there was a
serious need to create a mechanism for socialization of the Native unericans in order to
co-opt the constant threat they posed on the frontier.
In a direct reference to the troubles on the frontier, the Commissary of Virginia,
James Blair, solicited funds from England [for a college] arguing that the purpose
of the college was so that “the Christian faith may be propagated amongst the
Western Indians” (Wright, 1988, p. 8). In 1693, Blair obtained a royal charter- for
the establishment of the College of William and Mary. (Native American
Colonial n.d., para. 6)
However, for the funds he procured in England for the Indian college, Blair
contrived other more expedient outlets: there was no known Native American
enrollment in William and Mary prior to 1705 or after 1720. J. E. Morpurgo,
William and Mary’s historian criticized Blair’s enterprise as “an entry in the
ledgers through which charitable funds could be funneled to extraneous activities”
(Wright, 1988, p. 9). Partly due to the reluctance of Native American students to
abandon their own social matrix and partly because most of William and Mary’s
funding was diverted into reviving the financially strapped college, the scheme to
create through education a class of Europeanized Native Americans to act as
diplomats between Europeans and their tribes failed. {Native American Colonial,
n.d., para. 7)
Dartmouth College
The case of Dartmouth represents yet another appeal to pious English benefactors
for Indian educational funds, rendered all the more powerful this time by British
insecurities concerning Native Americans in the aftermath of the French and Indian War
(1754-63). The French and Indian War was fought between the French and the British
over the right to settle North America. Britain won the right to settle North America,
then took over French forts in North America when the French withdrew. British settlers
refused to give supplies to Native Americans as .he French had. British colonists also
moved across the Appalachian Mountains onto Native American land. Native Americans
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retaliated by attacking settlers and destroying almost every British fort west of the
Appalachians. The British reacted with equal violence killing even Indians who had not
attacked them (Garcia, Ogle, Risinger, Stevos, & Jordan, 2002).
The founder of Dartmouth College, Congregationalist Eleazar Wheelock,
capitalized on this tension between the British and Native Americans by requesting funds
to educate the Indians. By educating Native Americans, Eleazar Wheelock hoped to keep
them from starting wars with the colonists (Native American Colonial, n.d.).
In 1763 Eleazar Wheelock advanced a proposal for establishing a college in New
Hampshire for the purpose of “introducing religion, learning, f griculture, and
manufacture among the Pagans in America” (Wright, 1988, p. 10). . . . Wheelock
sent a former Indian student to England to solicit funds for his project. The
student, Samson Occum, raised £12,000 “in the mistaken belief that the funds
were to be employed ‘towards building and endowing an Indian academy’”
(Wright, 1988, p. 10). Yet, following a then familiar pattern, Wheelock had no
intention of using the funds to build the said Indian academy. Instead he
exhausted all of Occum’s collections in 15 years educating 160 students, a mere
40 of whom were Native American. {Native American Colonial, n.d., para. 11)
The Indian Wars
Time and time again, Native American tribes chose to go to war rather than give
up their land and way of life. In 1642, Miantunnomoh, a Narragansett Indian, sought out
an old enemy, Waindance, to ask for his help in fighting the colonists:
Brothers, we must be one as the English are, or we shall all be destroyed. You
know our fathers had plenty of deer and skins and our plains were full of game
and turkeys, and our coves and rivers were full of fish.
But, brothers, since these Englishmen have seized our country, they have
cut down the grass with scythes, and the trees with axes. Their cows and horses
eat up the grass, and their hogs spoil our bed of clams; and finally we shall starve
to death; therefore, stand not in your own light, I ask you, but resolve to act like
men. All the sachems both to the east and the west have joined with us, and we
are resolved to fall upon them, at a day appointed, and therefore I come secretly to
you, because you can persuade your Indians to do what you will. (Armstrong,
1971, p. 3)
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Unfortunately for them, defeat was inevitable from the very first moment that
settlers landed on ' heir shores. At first, Native Ameri ans were unaware of the danger
the settlers posed, so they welcomed and assisted the first settlers. It did not take long for
Native Americans to realize the danger the colonists posed to their way of life, indeed, to
their very existence. Once Nafive Americans realized the danger the settlers posed, their
attitudes toward the settlers changed from friendly to antagonistic. Native Americans
were unable to comprehend the concept of individuals owning land and as a result Native
American leaders constantly underestimated colonists in all their interactions with them.
Conversely, the first colonists saw a land of enormous riches inhabited by a race of
people who were little advanced from the Stone Age, who needed to be conquered,
civilized, Christianized, and placed on small tracts of land where they could become
farmers. Inevitably, this led to armed conflicts between the two races that would span
four centuries (Special Subcommittee on Indian Education, 1969).
One o f the very first conflicts was between Colonial Virginia and the Powhatan
Confederacy. The colonists believed that the Indians would welcome them and willingly
supply them with food. From the colonists’ perspective, it seemed that exchanging
European tools and Christianity for sustenance would make a mutually beneficial
arrangement. That bargain made little sense to the Natives, however. Most tribes hunted
and gathered little more than their immediate needs required and to trade food in
exchange for sermons did not make sense. The Powhatan Confederacy was a loose
confederation of about 30 Algonquian tribes led by Wahunsonacook, known to the
settlers as Powhatan. Powhatan’s Algonquian Confederacy covered tidewater Virginia
from the Potomac south to Albemarle Sound (The Powhatan Confederacy, n.d.).
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Powhatan preferred peace with the settlers rather than war. John Smith, an early
explorer, documented a speech given in 1609 at Werowocomico (Gloucester County) by
Powhatan:
Why will you take by force what you may obtain by love? Why will you destroy
us who supply you with food? What can you get by war? . . . We are unarmed,
and willing to give you what you ask, if you come in a friendly manner. . . .
I am not so simple as not to know it is better to eat good meat, sleep
comfortably, live quietly with my women and children, laugh and be merry with
the English, and being their friend, trade for their copper and hatchets, than to run
away from them. .. .
Take away your guns and swords, the cause of all our jealousy, or you
may die in the same manner. (Armstrong, 1971, p. 1)
Relations between the settlers and Native Americans improved when John Rolfe
married Powhatan’s daughter, Pocahontas. The two sides coexisted peacefully until her
death in 1617. When Powhatan died a year later, a new chief, Opechancanough,
pretended to become Christianized and allowed more colonists to settle on Native lands.
He lulled them into thinking they were safe; then in March 1622, he launched a surprise
attack on the settlers, killing 350 colonists - nearly one third of the population. Warfare
between the races continued for another decade, with the settlers giving up any pretense
o f coexisting with the Indians and embarking upon a policy of extermination. The tribes
revolted again in 1644; however, by then the colony had grown too large for them to be a
threat to its existence (The Powhatan Confederacy, n.d.).
Starting with this 12-year conflict (1622-34) between the Powhatan Confederacy
and the Virginia colonists, to the Wounded Knee Massacre in 1890, literally thousands of
armed conflicts, skirmishes, battles, and wars would be fought between the United States
and Indian tribes across the continent (Adams, 1995). The following is a representative
sample o f conflicts in chronological order between Native Americans and Europeans,
26

Native Americans and colonists, and Native Americans and early U.S. citizens over a
span of three centuries (Indian Wars, n.d.).
17th Century
1. 1622-44 - The War between the Powhatan Confederacy and the English
Colonists of Virginia took place.
2.

1637 - The Pequot War took place in present day Connecticut and Rhode
Island.

3. 1675-78 - King Philip's War took place in present day Massachusetts and
Rhode Island.
4.

1680-92 - The Pueblo Revolt took place in present day Arizona and New
Mexico.

5. 1689-1763 - The French and Indian War where most Algonquian tribes allied
with the French; the Iroquois, with the British.
18th Century
1. 1711 - The Tuscarora War took place in present-day North Carolina.
2. 1715-18 - The Yamasee War took place in present-day South Carolina.
3.

1763 - Pontiac's Conspiracy took place in the present-day Ohio River Valle}’.

4.

1774 - Lord Dunmore’s War took place in the present-day Southern Ohio
River Valley.

5. 1790-94 - Old Northwest Warfare took place in present-day Ohio and
Indiana.
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19th Century
1. 1811 - The Battle of Tippecanoe took place on the Wabash and Tippecanoe
rivers in Indiana.
2. 1814 - The Creek War took place in present-day Georgia and Alabama.
3.

1816-18 - The First Seminole War took place in present-day Florida.

4.

1832 - The Black Hawk War took place in present-day northern Illinois and
southwestern Wisconsin.

5.

1835-42 - The Second Seminoie War took place in present-day Florida
Everglades.

6. 1849-63 - The Navajo Conflicts took place in present-day Arizona and New
Mexico.
7.

1854-90 - The Sioux Wars took place in present-day Wyoming, Minnesota,
and South Dakota.

8. 1855-58 - The Third Seminole War took place in present-day Florida
Everglades.
9.

1861-1900 - The Apache Attacks took place in present-day New Mexico,
Arizona, Texas, and Mexico.

10. 1865-68 and 1879 - The Ute Wars took place in present-day Utah.
11. 1872-73 - The Modoc War took place in present-day northern California and
southern Oregon.
12. 1874-75 - The Red River War took place in present-day northwestern Texas.
13. 1876 - The Battle of the Rosebud took place on the Rosebud Creek in
present-day southern Montana.
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14. 1876 - The Battle of the Little Bighorn took place in present-day southern
Montana.
15. 1877 - The Nez Perce War took place in present-day Oregon, Idaho, and
Montana.
16. 1890 - The Wounded Knee Massacre took place in present-day South Dakota.
All the conflicts, skirmishes, raids, uprisings, battles, and wars were fought for one
reason only: Indians possess the land, and the whites wanted the land (Adams, 1995).
Mission Period, Treaties, and Reservations
In a 1969 report, a Special Subcommittee on Indian Education felt that a “full
understanding of the historical roots of our present failure is essential, if problems are to
be resolved and a more enlightened policy effected” (p. 10). The committee was
referring to the Federal Indian Policy, specifically, a policy on Indian education. The
committee was correct in the need to understand the past so the same mistakes would not
be repeated in the present. Indeed, when Native Americans talk about historical wrongs,
this researcher has observed non-Indians respond with this complaint: “Why are you
holding me responsible for something that happened 100 years ago?” What these
individuals do not realize is that many of those wrongs are still practiced today, hundreds
o f years later, hence the need to bring up the past.
Mission Period
Before the treaties and Federal Indian Policy, there was a period when only
missionaries were attempting to educate Native Americans. “Beginning with the Jesuit
mission school for Florida Indians in 1568, formal education of Indians was dominated
by the church for almost 300 years” (Special Subcommittee on Indian Education, 1969,
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p. 10). The goal of the missionaries was not so much to educate the Indian as to change
him. Jesuits and Franciscans were the first missionaries to attempt to mold the Indian
into a white man and, when Protestants gained a foothold on the northeast coast, they
vigorously attempted to Christianize the Indian. Education was perceived as the best
means to accomplish this goal, so in 1617 King James I requested funds to educate
“children of these Barbarians in Virginia” (p. 10). King James I’s request eventually
resulted in the establishment of the College of William and Mary. Other schools for
Indians were started, but none were successful in civilizing the Indian. Although Indians
understood the concept of Christianity and learned to read and write, they immediately
relapsed into infidelity and barbarism upon returning to their tribe (Special Subcommittee
on Indian Education, 1969).
Treaties
Prior to the arrival of the Europeans, all Native American tribes were autonomous
from each other. They conducted their own affairs and depended upon no other source of
power to uphold their acts of government (Canby, 1988). The colonies and Native
American tribes were often equal in military strength. Therefore, the early colonial
governments viewed the tribes as sovereign nations and treated them as such. In crder to
gain title to Indian land, colonial governments primarily used treaties. The Supreme
Court has expressly held that an Indian treaty is “not a grant of rights to the Indians, but a
grant of rights from them” (Pevar, 2002, p. 48). Following the War of Independence, the
young United States made treaties with hundreds of indigenous tribal nations, exchanging
lands for payments and access rights (Canby, 1988). “The signing of the treaty between
the United States and the Delaware Tribe in 1778 established treaties as the primary legal
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basis for Federal policies in regard to the American Indian” (Special Subcommittee on
Indian Education, 1969, p. 11).
Between 1778 and 1871, when the last treaty was signed, Indian tribes ceded
almost a billion acres to the United States. In return, Indians generally retained
inalienable and tax-exempt lands for themselves, and Government pledges to
provide such public services as education, medical care, and technical and
agricultural training. (Special Subcommittee on Indian Education, 1969, p. 11)
What the government pledged in the treaties is still at the heart of much
controversy today. Because of an oral culture the Indians believed in, the word was to be
inviolable, sacred, meant to last forever. Conversely, most Americans viewed treaties as
documents only good until the next one was written.
Reservations
Reservations emerged as a result of the treaties. I he first Indian reservation was
created in 1651 (Borio, 1995). Once proud, self-sufficient, independent people, Native
Americans became totally dependent on the United States federal government for their
very survival when they signed treaties that meant giving up huge tracts of land. During
this time period, Native Americans found their land base diminished, their hereditary
chiefs go*"* and their lives controlled by an external governance system (North Dakota
Department of Public Instruction, 1977). Because signing treaties meant giving up land,
most tribes did not want to sign treaties. Chief Ouray of the Ute tribe put it this way:
“Agreements that Indians make with the government are like the agreement a buffalo
makes with the hunter after it has been pierced by many arrows. All it can do is lie down
and give in” (Hill, 1994, p. 34).
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Preamble to Tribal Colleges
Allotments and Assimilation, 1871-1928
Once tribal nations were defeated and placed on reservations, some people would
argue they developed an unhealthy dependence on the federal government for
subsistence, housing, and all legal affairs. This dependence, along with the difficulty of
assimilating into “the white society” by accepting the white man’s values and culture,
soon led to extreme poverty and hopelessness on most Indian reservations. Faced with
staggering poverty and the loss of their traditional ways to obtain subsistence, many
Native Americans developed a victim mentality. This victim mentality continued with
the federal government’s view that given their own piece of land, Native Americans
would become farmers and therefore end their dependence on the federal Indian
government. However, the government’s intentions of giving individual Indians their
own land was not based solely on assisting them to assimilate into mainstream society. It
was also motivated by greed for land and guided by the misconception that Native
Americans would be better off if they were forced to assimilate into mainstream society.
The Dawes Act
In 1881, Senator Henry M. Teller said, “The real aim of [the Dawes Act] is to get
at the Indians land and open it up for resettlement” (Ethnic Cleansing, n.d., para. 1).
The Dawes Act was another attempt to assimilate Native Americans and protect
their welfare but, due to past failed relocation efforts, Native Americans were suspicious
of its intent. The Act required Native Americans to “anglicize” their names. “Rolling
Thunder thus became Ron Thomas and so forth” (Ethnic Cleasing, n.d., para. 4).
However, some government agents administering the Act managed “to slip the names of
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their relatives and friends onto the Dawes Rolls and thus reap millions of acres of land for
their friends and cronys ['sic]” (para. 4). The Meriam Report of 1928 found in one state
alone Indian-held land totaled 138 million acres in 1887, at the time the Dawes Act was
signed into law. This had been reduced to 47 million acres of land by 1934 when the Act
was repealed. “The abuses of the Dawes Act were revealed and set forth in the Miriam
[sjc] Report of 1928” (para. 5), which will be discussed later in this paper.
The Boarding School Era
A decade before the passage of the Dawes Act, the U.S. government had enacted
a policy where Native American children were taken away from their parents and placed
in boarding schools (Adams, 1995).
Cultural interaction and conflict are always subtle and complex processes but they
are not always as devastatingly one-sided as in the case of Indians and whites. As
the Iroquois, the Shawnee, and the Arapaho would eventually all discover, the
white man’s superior technology, hunger for land, and ethnocentrism seemingly
knew no bounds. The white threat to Indians came in many forms: smallpox,
missionaries, Conestoga wagons, barbed wire, and smoking locomotives. And in
the end, it came in the form of schools. (Adams, 1995, p. 5)
There were two different models of boarding schools, on-the-reservation boarding
schools and off-the-reservation boarding schools, often hundreds, even thousands, of
miles away from the reservation (Adams, 1995).
While Native Americans generally abhorred this boarding school policy, the
general public and the U.S. government viewed the practice as a quick way to civilize the
Native Americans. “By means of the common school, Indians could, in effect, be
catapulted directly from savagism to civilization, skipping all the intervening stages of
social evolution in between” (Adams, 1995, p. 19). This is a good example of the
ongoing chasm that existed between Native Americans and non-Natives. Even those who
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believed that Indians were not intellectually inferior believed Native Americans lived
their lives in an inferior manner. Therefore, they believed Indians were worth “saving”
(Keohane, n.d.).
In the 1880s, the government agreed that the only way to educate Indian children
was to take them away from their homes, forcibly if necessary, for at least four years.
Therefore, the purpose of federal government boarding schools was to remove Native
Americans from their homes and cultures in order to change their identities and lifestyles,
to be like the European-American or the white man {Cherokee Indian Boarding, n.d.).
Native American children were forced to think and act like the dominant white
culture and were not allowed to practice their traditional ways. Not only were
languages and beliefs changes [sic], but appearances as well. Hair styles, clothing
and even names and body languages were changed. The intention was to
completely erase the Indian way of life. {Cherokee Indian Boarding, n.d.,
para. 1).
The first Indian boarding school was founded by Captain R. H. Pratt in Carlisle,
Pennsylvania in 1 8 7 9 .... In the latter 1800’s, the United States government
instituted an educational policy designed to culturally transform Native
Americans into the mainstream of white society, due to continual conflicts
between the two cultures. It was believed by the government that by forcing
Native Americans to learn English, and by preventing them from practicing their
own languages and customs, they would believe in and practice white values.
Furthermore, it was felt that the best way to implement this policy would be
through boarding schools - which were designed to forcibly remove Indian
children from their families and homes at a very early age. In this way, it was
hoped by the government that Native Americans would then become “White,”
and that their traditional languages and cultures would die. {Cherokee Indian
Boarding, n.d., para. 1-2)
Charles Lummis, a Native American, was a believer in that approach. He agreed
with Carlisle School's “kill the Indian, save the child” theory of Indian education when he
toured the school during a trip across the country in 1884. In 1888, Lummis moved to
Isleta, New Mexico, where he had the chance to observe grief-stricken parents whose
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children were being held against their will at the Albuquerque Indian School. Lummis
learned from the parents how the children were prevented from returning home, even
during summer vacations. As a result of this experience, Lummis came to regard the
U.S. government’s Indian education policies as an abomination (Thompson, 2001).
Native American children did not receive a warm welcome at boarding school.
For the most part, the boarding school experience was a deeply traumatic one.
Native languages were forbidden to be spoken. Native clothing was replaced with
uniforms. Children's hair was cut short. Indian names were replaced with
Christian ones. Harsh punishments were given to those who broke rules. But
most devastating, children lost contact with their families and their traditional
ways of life, and were taught that their previous lives were inferior. (Cherokee
Indian Boarding, n.d., para. 4)
Fom the very beginning, pioneers and the government saw the education of
Indians as a convenient means to Christianize the Indians, thereby making it easier to
settle the land. According to historical accounts, it is obvious that Native people were
very little more than a “problem” to be solved by the colonizers. To white society, they
were heathens and behaved like savages. They had no written language, their children
were unschooled, and for the most part they did not know how to stay in one place; many
moved their villages according to the seasons. If these people, these Natives, were ever
going to amount to anything in this United States of America, they had to be taught the
proper and acceptable way to live. All aspects of Native American culture or the Native
American way of life were unacceptable to the European mind (Adams, 1995).
Government Indian policy was coming increasingly under fire from Congress,
well-meaning voices from the Christian pulpits, the Indian Rights Association and the
Women's National Indian Association, both located in Philadelphia, and the Boston
Indian Citizenship Association located in Massachusetts (Keohane, n.d.). These
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organizations vowed to make amends by seeing to it that Indians would receive the
education that would ultimately make them productive members of American society.
Indians must be taught the knowledge, values, mores, and habits of Christian
civilization... . Since the days of the common school movement, the schoolhouse
had come to achieve almost mythological status. Reformers viewed it as a
seedbed of republican virtues and democratic freedoms, a promulgator of
individual opportunity and national prosperity, and an instrument for social
progress and harmony. Moreover, because of the common school’s alleged
ability to assimilate, it was looked upon as an ideal instrument for absorbing those
peoples and ideologies that stood in the path of the republic’s millennial destiny.
(Adams, 1995, p. 18)
Many whites saw the social evolution of the Indian as a progressive process that
could be accelerated by education. Education also promised to relieve the government of
the cost of feeding and clothing Native people by encouraging and providing the tools for
economic self-sufficiency. Waging war on Indians and protecting frontier communities
was also costly, and it was thought that in this area, too, education could save money.
And then there was the question of land: “A wild Indian requires a thousand acres to
roam over, while an intelligent man will find a comfortable support for his family on a
very small trac t... . Barbarism is costly, wasteful and extravagant. Intelligence promotes
thrift and increases prosperity” (Adams, 1995, p. 20).
Day Schools
“The reservation day school was the first part of this venture into Indian
education. The children lived in the village with their families and attended school
nearby during the day” (Keohane, n.d., para. 16). “Attendance at these mission schools
was made mandatory by regulation on many reservations for all native children aged six
through sixteen” (Jaimes, 1992, p. 380). However, it did not take too long to realize that
day schools could not make an Indian child white. “The children were too close to their
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homes, families and cultures to be fully and successfully indoctrinated with white
society’s language and values” (Keohane, n.d., para. 20). Therefore, “the next step was
to establish reservation boarding schools that were located near the agency headquarters”
(Keohane, n.d., para. 21).
Boarding Schools on Reservations
Although these schools were located on the reservation, the children were only
allowed to go home during the summer months and at Christmas. “One of the reasons
#■

was .. . that parents often came to visit their children, thus allowing the children the
opportunity to speak their language and stay in contact with their tribal ways” (Keohane,
n.d., para. 21). Government officials who wanted to suppress Native American culture
viewed these visits as counterproductive (Meriam et al., 1928).
Boarding Schools o ff Reservations
The third and most destructive plan was to send Native American children to
off-reservation boarding schools. This final plan did work by preventing Native
American children to hold on to their language and culture. Actually, what started as an
experiment with Indian prisoners became the model upon which boarding schools were
patterned after. In 1875, Lt. Richard Henry Pratt arrived in St. Augustine, Florida, with
Indian prisoners to whom he began to teach the white man’s beliefs. Eventually, Pratt
was permitted to take his students to an unused military barrack in Carlisle, Pennsylvania.
Thus began the most significant residential Indian schools (Keohane, n.d.).
Here a Lieutenant struggles to evolve order out of the chaos of fourteen different
languages! Civilization out of savagery! Industry and thrift out of laziness!
Education out of ignorance! Cleanliness out of filth! And is forced to educate the
courage of his own instructors to the work, and see that all the interests of his
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Govt, and the Indian as well are properly protected and served. (Adams, 1995,
p. 55)
Using Lieutenant Pratt’s experiment as a model, Indian children were sent, in
many cases, hundreds of miles away from family, language, and Native American ways.
Upon arriving at their school, the students were required to have their hair cut short, an
act that produced much resentment among the Indian children. School uniforms replaced
tribal dress, and each was given a “white man’s” name. No effort was spared when it
came to breaking the Native cultural ties (Adams, 1995).
For tribal elders who had witnessed the catastrophic developments of the
nineteenth century - the bloody warfare, the near-extinction of the bison, the
scourge o f disease and starvation, the shrinking of the tribal land base, the
indignities of reservation life, the invasion of missionaries and white
settlers - then: seemed to be no end to the cruelties perpetrated by whites. And
after all this, the schools. After all this, the white man had concluded that the
only way to save Indians was to destroy them, that the last great Indian war
should be waged against children. They were coming for the children. (Adams,
1995, pp. 336-337)
During the 1920s, investigations of Indian boarding schools found inhumane
conditions - poor diets, hard labor for children, military conditions, high mortality rates,
overcrowded conditions, and the spreading of numerous diseases. Eventually, changes in
Indian education, due to this discovery, included an end to the traditional boarding
schools and a reintroduction to Indian history and culture, as slight as it was. Flowever,
to this day, the boarding school era has left its scars on Native American people
(Trennert, 1998).
Fortunately, tribal colleges are reversing some of the damage caused to tribes
during the boarding school era by following a philosophy completely opposite that of the
boarding school philosophy. Kevin Gover, former Assistant Secretary of the Bureau of
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Indian Affairs for the Department of the Interior, summarized it best in a speech on
September 8, 2000, at the ceremony acknowledging the 175th anniversary of the
establishment of the Bureau of Indian Affairs. The following is an excerpt from his
speech:
This agency forbade the speaking of Indian languages, prohibited the conduct of
traditional religious activities, outlawed traditional government, and made Indian
people ashamed of who they were. Worst of all, the Bureau of Indian Affairs
committed these acts against the children entrusted to its boarding schools,
brutalizing them emotionally, psychologically, physically, and spiritually. Even
in this era of self-determination, when the Bureau of Indian Affairs is at long last
serving as an advocate for Indian people in an atmosphere of mutual respect, the
legacy of these misdeeds haunts us. The trauma of shame, fear and anger has
passed from one generation to the next, and manifests itself in the rampant
alcoholism, drug abuse, and domestic violence that plague Indian country. Many
of our people live lives of unrelenting tragedy as Indian families suffer the ruin of
lives by alcoholism, suicides made of shame and despair, and violent death at the
hands of one another. So many of the maladies suffered today in Indian country
result from the failures of this agency. Poverty, ignorance, and disease have been
the product of this agency’s work.
And so today I stand before you as the leader of an institution that in the
past has committed acts so terrible that they infect, diminish, and destroy the lives
of Indian people decades later, generations later. These things occurred despite
the efforts of many good people with good hearts who sought to prevent them.
These wrongs must be acknowledged if the healing is to begin. (“Statement by
the Assistant,” n.d., para. 1)
The Problem o f Indian Administration
This entire section is devoted to a report of a survey titled The Problem o f Indian
Administration, more commonly known as the Meriam Report. This survey was
conducted at the request of the Secretary of the Interior, the Honorable Hubert Work, on
June 12, 1926, and completed and submitted to him on February 21, 1928 (Meriam et al.,
1928). The voluminous report, 847 pages long and very detailed, was divided into eight
sections: (a) a general policy for Indian affairs, (b) health, (c) education, (d) general
economic conditions, (e) family and community life and the activities of women, (f) the
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migrated Indians, (g) the legal aspects of the Indian problem, and (h) missionary activity
among the Indians (Meriam et al., 1928). The report recognized the diversity and
complexity of Indian affairs and was highly critical of the governmental Indian policy
with regard to education. The poor quality of personnel, inadequate salaries, unqualified
teachers, and almost non-existent health care were some of the criticisms leveled by the
report. It is this researcher’s opinion that the reading of this report is a must for any
person conducting a thorough study on the history of Native Americans or the history of
Native American education. Why devote an entire section to one report? Three reasons:
1. The report was one of the most thorough, objective, and accurate reports ever
conducted on the social conditions on Indian reservations. Should a
non-Indian, or for that matter an Indian, read the entire report, they will have a
good grasp of Indian issues, both past and present, that far surpasses most
educators, Indian and non-Indian alike. They will learn not only of the vast
cultural differences between Indians and non-Indians, but how those vast
cultural differences prevented the government from designing and
implementing policies that would have effectively addressed the social and
economic conditions on reservations. They will understand why Native
Americans and tribal nations rejected most of the policies implemented by the
federal government.
2. The report’s recommendations regarding Indian education were so far-sighted
that they were not taken seriously until the establishment of tribal colleges.
For example, the report talks about the recognition of the Indian as an
individual and recommends that education methods must be adapted to the
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Indian’s individual abilities, interests, and needs. It also recognized that
Indian tribes and individual Indians within the tribes vary so much that a
standard content and method of education, no matter how carefully they might
be prepared, would be worse than futile (Meriam et al., 1928). The content of
this statement is at the core of most tribal colleges’ mission statements.
3. Although the report was published in 1928, its findings were relevant until the
late sixties and early seventies. The reasons for establishing tribal colleges
and their daily operations closely mirror the findings and recommendations of
the Meriam Report.
The report begins with a general summary of findings and recommendations on
the conditions among the Indians. “An overwhelming majority of the Indians are poor,
even extremely poor, and they are not adjusted to the economic and social system of the
dominant white civilization” (Meriam et al., 1928, p. 3). In regard to the health and
wellness o f the Indian population, the report said,
The health of the Indians as compared with that of the general population is
bad. . . . [TJhe general death rate and the infant mortality rate are high.
Tuberculosis is extremely prevalent. Trachoma, a communicable disease which
produces blindness, is a major problem because of its great prevalence, (p. 3)
It describes the living conditions on reservations as “conducive to the development and
spread of disease” (p. 3). It notes that “with comparatively few exceptions the diet of the
Indians is bad. It is . . . insufficient in quantity, lacking in variety, and poorly prepared.
The two great preventive elements in diet, milk, and fruits and green vegetables, are
notably absent” (p. 3). It went on to say that the use of milk on reservations at the time of
the report was rare, and it was generally not available even for infants. “Babies, when
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weaned, are ordinarily put on substantially the same diet as older children and adults, a
diet consisting mainly of meats and starches” (pp. 3-4). The report described housing
conditions as overcrowded and primitive, with inadequate provision for ventilation and
likewise conducive to bad health (Meriam et ah, 1928).
According to the report, “From the standpoint of the white man the typical Indian
is not industrious, nor is he an effective worker when he does work” (Meriam et al., 1928.
p. 4). However, the report balanced that statement with this observation: “[M]any of
them are living on lands from which a trained and experienced white man could scarcely
wrest a reasonable living” (p. 5). The report explained that most reservations were
located on land that had little value for agricultural operations other than grazing. When
the land was excellent, however, the Indians did not appreciate its value. Due to this
ignorance o f the value of land, Indians often “chose for themselves the poorer parts,
because those parts were near a domestic water supply or a source of firewood, or
because they furnished some native product important to the Indians in their primitive
life” (p. 5). Basically, its description of the economic conditions on the reservations was
dismal, due to the income of the typical Indian family being extremely low. The Indian,
the report said, “generally ekes out an existence through unearned income from leases of
his land, the sale of land, per capita payments from tribal funds, or in exceptional cases
through rations given him by the government” (p. 5). In that day, Indians were no longer
able to make a living as they did in the past by hunting, fishing, and gathering wild
products. The social system that evolved from their past economic life was ill-suited to
the conditions that confronted them on reservations. Basically, as a people who led a
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nomadic lifestyle, they had a difficult time adjusting to a sedentary life on reservations
(Meriam et ah, 1928).
According to the report, the chronic poverty on the reservation led some people to
assert that the “Indians prefer to live as they do; that they are happier in their idleness and
irresponsibility” (Meriam et ah, 1928, p. 6). The report addressed this false assertion
with the observation that the Indians’ seemingly seemly happiness and contentment was
really an almost oriental fatalism and resignation with the suffering and discontent in
their daily lives. Furthermore, the report asserted that “the amount of serious illness and
poverty is too great to permit of real contentment. The Indian is like the white man in his
affection for his children and he feels keenly the sickness and the loss of his offspring”
(p. 6).
Finally, when the government passed the Dawes Act that allowed individual
ownership of the land on the reservations, it seemed as if the government assumed that
some magic in individual ownership of property would prove an educational civilizing
factor. When the government realized that many Indians were nof ready to make
effective use o f their individual allotments, they permitted the Indians to lease their lands
to the whites. Some government officers actually encouraged the leasing of Indian land
for two reasons: (a) The whites were anxious to use the land, and (b) it was far easier to
administer p ro p er'. ' eased to whites than to educate and stimulate Indians to become
farmers (Meriam . al., 1928).
The report's primary recommendation for addressing the social ills on
reservations was that the Indian Service’s overall responsibility should be primarily
educational, in the broadest sense of that word, and that it be made an efficient agency. It
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was created to devote its main energies to the social and economic advancement of the
Indians, so that they may be absorbed into the prevailing civilization or be fitted to live in
the presence of that civilization at least in accordance with a minimum standard of health
and decency (Meriam et al., 1928).
To carry out this recommendation, the report advised that scrupulous care must be
exercised to respect the rights of the Indian. This phrase, “rights of the Indian,” was
often used solely to apply to his property rights. The report wanted it to be used in a
much broader sense so as to cover his rights as a human being, living in a free country.
“Indians are entitled to unfailing courtesy and consideration from all government
employees. They should not be subjected to arbitrary action” (Meriam et al., 1928,
p. 22). The report noted the need to recognize not only the good in the social life of the
Indians, but the good in their religion and ethics as well. The report suggested the Indian
Service seek to develop those values and build on them rather than to crush out all that is
Indian. The recommendations for this section concluded with this statement: “The
Indians have much to contribute to the dominant civilization, and the effort should be
made to secure this contribution, in part because of the good it will do the Indians in
stimulating a proper race pride and self respect” (pp. 22-23).
The section on education in the Meriam Report is quite impressive given the era
in which it was written. It begins with this statement: “The first and foremost need in
Indian education is a change in point of view” (Meriam et al., 1928, p. 32). The
government’s point of view was largely based on the theory that it was necessary to
remove the Indian child as far as possible from his home environment (Meriam et al.,
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1928). The Meriam Report disagreed with this point of view. Listed below are some of
the more profound observations, for its era, of the report.
1. Recognition o f the Individual. The Meriam report states,
Education . . . methods must be adapted to individual abilities, interests, and
needs... . Indian tribes and individual Indians within the tribes vary so much
that a standard content and method of education, no matter how carefully they
might be prepared, would be worse than futile. (Meriam et al., 1928, p. 346)
2. A Better Personnel. The Meriam report states that Indian schools teachers’
credentials would not be accepted in good public school systems. Standards
for teachers and school principals in government schools should be raised to
the level of at least the better public school systems (Meriam et ah, 1928).
3. Salary Schedules “are lower than for any comparable positions in or out of the
government service” (Meriam et ah, 1928, p. 347).
4. More Than Mere Schooling Necessary. “In such cases what the teacher has to
deal with is a home and family condition far more important than any mere
skill in speech” (Meriam et ah, 1928, p. 349).
5. Can the Indian be "Educated”? “Is it really worth while to do anything for
Indians, or are they an ‘inferior’ race? Can the Indian be ‘educated’? [The
answer can be given unequivocally, yes.] The Indian is essentially capable of
education” (Meriam et ah, 1928, p. 352).
The Meriam Report’s consensus on a course of study at Indian schools was that
“the Indian school course of study is clearly not adaptable to different tribes and different
individuals; it is built mainly in imitation of a somewhat older type of public school
curricula now recognized as unsatisfactory” (Meriam et ah, 1928, p. 371). The report
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mentioned how no libraries, worthy of the name, exist in the Indian Service. In a lew
rare instances, the library, where there is one, consists mainly of sets of old textbooks, a
few books for teachers, and some miscellaneous volumes, usually kept under lock and
key in the principal's office. The industrial training provided often has very little to do
with the future work of the boys who are taking it (Meriam et al., 1928).
In an effort to raise the standards of education, the Indian Service adopted a
uniform curriculum for all Indian schools. This was a dismal failure because it did not
relate teaching to the needs of particular Indian children being taught.
It requires the same work for Indian children who are the first generation to attend
school and who do not speak English as it does for those who are of the third
generation of school children, who have long been in contact with the whites, and
speak English in the home. (Meriam et al., 1928, p. 13)
At the time of the Meriam Report, curricula did not take into account the kind of
personality problems that are basic in the education of Indian children. The typical
classroom of an Indian school is a throw back to an early time.
The nailed-down desks, in rows; the old-type “recitation”; the unnatural formality
between teacher and pupil, the use of mechanistic words and devices, as “class
rise!,” “class pass!”; the lack of enriching materials, such as reading books and
out-of-doors material, all suggest a type of school-keeping that still exists.
(Meriam et al., 1928, p. 379)
Nearly all school personnel failed to understand the underlying principles of human
behavior, much less Native Americans. Punishments of the most harmful nature were
bestowed through sheer ignorance, and many may have construed these punishments as
sincere attempts to help discipline the Indian; but in reality, punishment is arbitrary and
cruel. Teaching methods in Indian schools need to be modernized, less formal, and take
into account the student home environment (Meriam et al., 1928).
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Routinization is the one method used for everything; though all that we know
indicates its weakness as a method in education. If there were any real knowledge
o f how human beings are developed through their behavior we should not have in
the Indian boarding schools the mass movements from dormitory to dining room,
from dining room to classroom, from classroom back again, all completely
controlled by external authority; we should hardly have children from the smallest
to the largest of both sexes lined up in military formation; and we would certainly
find a better way of handling boys and girls than to lock the door to the
fire-escape of the girls’ dormitory. (Meriam et al., 1928, p. 382)
The Meriam Report found deplorable health conditions at most of the schools
visited. Buildings were old, overcrowded, and unsanitary, with condemned, out-of-date
boilers and machinery. The nutritional values of the meals were extremely poor. There
was not enough milk sufficient to give children anything like the official standard of a
quart per child per day and almost no fresh fruits. This diet resulted in serious
malnutrition. The schoolrooms had poor lighting and ventilation, no recreational
opportunities, and abnormally long days, which cut to a dangerous point - the normal
allowance for sleep and rest, especially for small children (Meriam et al., 1928). Finally,
the generally routinized nature of the institutional life with its formalism in
classrooms, its marching and dress parades, its annihilation of initiative, its lack
o f beauty, its almost complete negation of normal family life, all of which have
disastrous effects upon mental health and the development of wholesome
personality: These are some of the conditions that make even the best classroom
teaching of health ineffective. (Meriam et al., 1928, p. 393)
At the time of the Meriam Report, regarding the different types of schools in
Indian Country - government day schools, reservation boarding schools, non-reservation
boarding schools, the U.S. government public schools, and mission schools - the report
found them all below the standards of modern public schools. Two types deemed to be
particularly unsatisfactory, the mission schools and the non-reservation boarding schools.
According to the report, the government should no longer depend on mission schools for

47

supplementing oublic educational facilities for Indians. It went on to say, “For the
nation, as a nation, to let weak little denominational schools bear the burden of
elementary schooling [for Indian children] seems inexcusable” (Meriam et ah, 1928,
p. 824). The report indicated that some mission schools were decidedly worse than
government schools and should be as quickly as possible abolished or merged with
stronger and more promising institutions.
The Meriam report says, “The boarding schools demand special consideration”
(Meriam et ah, 1928, p. 33). The boarding school policy was one of the most destructive
and inhumane acts committed by the U.S. government against Native Americans;
therefore, many studies were conducted on this topic. One study found this disturbing
statement from the boarding school era: “Let all that is Indian within you die! . . . You
cannot become truly American citizens, industrious, intelligent, cultured, civilized until
the INDIAN within you is DEAD” (Adams, 1995, p. 274).
Indian Citizenship Act
Following the Civil War, in 1868, Congress passed the Fourteenth Amendment,
which granted citizenship to former slaves: “All persons born or naturalized in the
United States, and subject to the jurisdiction thereof, are citizens of the United
States and of the States wherein they reside.” (O’Brien, 1989, p. 79)
Some Native Americans interpreted the language in this Act to mean that they were
citizens of the United States. However, the United States government disagreed with
their interpretation and did not recognize the Native Americans as citizens and barred
them from voting in state and national elections.
In 1884, when John Elk, an Indian, filed a lawsuit charging the state of Nebraska
with violating his Fourteenth Amendment rights by refusing him the right to vote.
Elk argued that, as an Indian born in the United States, he was a U.S. citizen and,
therefore, a state citizen. The Supreme Court ruled that Nebraska was correct in
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denying John Elk the right to vote. Indians, the Court ruled, were not American
citizens but members of a distinct and alien nation. Their allegiance was not to
the United States but to their tribe. (O’Brien, 1979, pp. 79-80)
Although they were not considered U.S. citizens, many Native American men and
women served in active duty during World War I. Finally, in 1924 Congress passed the
Indian Citizenship Act and Native Americans had the right to vote. O ’Brien (1989)
stated that the Act provided
that all non citizen Indians bom within the territorial limits of the United States
be, and they are hereby, declared to be citizens of the United States: Provided,
That the granting of such citizenship shall not in any manner impair or otherwise
affect the right of any Indian to tribal or other property, (p. 80)
The Indian Citizenship Act allowed tribal members to keep their tribal citizenship
or rights when they became American citizens. Therefore, Indians are citizens of three
sovereigns - the United States, the state in which they are residents, and their tribe - and
they have the rights and privileges of each. For example, as federal citizens, Indians are
required to register for the draft, but they are also protected by the U.S. Constitution and
the Bill of Rights, which ensures their right to vote in national elections. They are
eligible to vote and to receive state services in the state their reservation is located.
Finally, as tribal citizens, they may receive certain federal benefits as required by the
federal government’s trust relationship with Indian tribes (O’Brien, 1989). When the
Indian Citizenship Act was voted into law in 1924, many Indian tribes were still
operating under their traditional form of government. The modem form of tribal
government, for most tribes, did not come about until after 1934.
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Due to the deplorable conditions on reservations, in 1926 the government
commissioned a study on Indian economic and social conditions. The impact o f the
report, titled The Problem o f Indian Administration (also known as the Meriam Report),
led to the passing of the Indian Reorganization Act of 1934. The Indian Reorganization
Act had three main advantages for Indians: (a) It stopped the allotment process (allotting
of tracts o f land to Indian families living off reservations); (b) it ended the loss of Indian
lands; and (c) it re-established tribal governments (O’Brien, 1989). It is this third
advantage that provided the tribes with their current form of government.
According to McDonald (2002), “Section 16 of the Indian Reorganization At
authorized constitution-making, stating that any tribe or tribes ‘residing on the same
reservation’” (p. 3) has the right to
organize for its common welfare and may adopt an appropriate constitution and
bylaws, which shall become effective when ratified by a majority vote of the adult
members of the tribe, or of the adult Indians residing on such reservation, as the
case may be, at a special election authorized and called by the Secretary of the
Interior under such rules and regulations as he may prescribe. (Rusco, 2000,
p. 262)
Section 16 contains no provisions dealing with the form of government that can
be established by a constitution and no statement that only governments based on written
constitutions are valid Native American governments (Rusco, 2000).
Although the Indian Reorganization Act gave tribes the right to govern
themselves, restraints of time and funds resulted in the expedient adoption of tribal
constitutions patterned closely on a model document prepared by the Bureau of Indian
Affairs (Lopach, Brown, & Chow, 1990). Today, about half of all tribes have Indian
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Reorganization Act constitutions, all of which are, in general, very similar (O’Brien,
1989). “Even tribes that did not organize under the Indian Reorganization Act had
written constitutions and bylaws that were similar, in nature, to the United States
Constitution” (McDonald, 2002, p. 4).
With the passage of the Indian Citizenship Act of 1924 and the Indian
Reorganization Act of 1934 tribal governments were formed and tribal elections
were being held. When the tribes were given the right to establish tribal
governments it also gave them the right to determine how these governments
would operate, including, but not limited to, electoral mechanisms for tribal
members. (McDonald, 2002, p. 4)
Prior to the coming of the Europeans, government among traditional Indian
cultures made little distinction between the religious and political world. Political
decisions were made with spiritual guidance and served to fulfill both political and
spiritual needs (O’Brien, 1989). Harmony among all elements - the land, the people, and
plant life - was/is an important value among Native Americans. People were/are not
considered superior to other living beings; most tribes believed (and many still believe)
everything in the universe was related and had a soul, a spirit. In traditional tribal
governments, the authority resided in the people; the leaders only led when the people
wanted to follow. In this classless society, government was highly decentralized and
democratic (Meyer, 1993).
The typical tribal government is modeled after large city governments but has
much more authority (Gagnon, 2003). Most reservation governments have tribal councils
or tribal business councils elected by the tribal members. The makeup of tribal councils
varies from reservation to reservation, but the majority of them have a tribal chairperson
overseeing the rest of the council. Tribal governments often grant educational
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institutions more autonomy than other tribal entities. Through tribal governments, tribal
colleges are granted charters to operate (McDonald, 2002). Decisions made by tribal
college governing boards are not usually overturned by tribal governments.
Study on Immigrants and Involuntary Minorities
Until now, research has been focused on the cultural differences between Native
Americans, the U.S. government, and the general public and how these differences
prevented Native Americans from succeeding in the mainstream school system. Native
Americans are not the only minority in the United States. The largest minority
groups - Blacks, Asians, and Hispanics - as well as a host of other smaller groups al l
face similar barriers as Native Americans. In 1983, at the annual meeting of the
American Anthropological Association in Chicago, a symposium was held to present and
discuss ethnographic findings on school experiences of different minority groups in order
to shed light on why some groups are more successful than others. Following the
symposium, Gibson and Ogbu (1991) compiled a volume of papers on the subject and
titled it Minority Status and Schooling: A Comparative Study o f Immigrant and
Involuntary Minorities.
This volume addresses the central question of why some minority groups do
relatively wrell in school, in spite of facing substantial barriers related to such
factors as their different cultures and languages, the prejudiced attitudes of the
dominant group toward minorities and unequal access to jobs, while other
minorities confronting similar barriers do far less well in school. (Gibson &
Ogbu. 1991, p. ix)
In a nutshell, Gibson and Ogbu (1991) asserted that there were two types of
minorities in the United States, immigrant minorities and involuntary minorities.
Immigrant minorities are those who came to this country voluntarily, looking for a better
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life. They accepted hardships, barriers, and prejudice because they wanted to become
part o f the mainstream. They came to this country because they believed that the move
would lead to economic well-being, better overall opportunities, and/or greater political
freedom. These immigrants appeared to interpret the economic, political, and social
barriers against them as temporary problems that they would or could overcome with the
passage o f time, hard work, and/or more education. Such immigrants accepted marginal
jobs because they felt that they were still better off than they would have been in their
own country. Therefore, they tended to “explore economic resources and niches not
wanted by members of the dominant group or other members of their host society”
(Ogbu, 1991, p. 12).
The immigrants appear to rationalize and to acquiesce to the prejudice and
discrimination against them by saying, for example, that they are strangers in a
foreign land and have no choice but to tolerate prejudice and discrimination as a
price worth paying in order to achieve the goals of their emigration. (Ogbu, 1991,
p. 13)
Involuntary minorities are those who were forced to become part of the American
society through slavery, conquest, or colonization. They usually resented the loss of their
former freedom, and they perceived the social, political, and economic barriers against
them as part of their undeserved oppression (Ogbu, 1991). This undeserved oppression
led involuntary minorities to differ from the immigrant minorities in their perceptions of
chances for success in mainstream society. They interpreted the economic, social, and
political barriers against them differently than immigrant minorities. The biggest
difference was they did not see their situation as temporary; on the contrary, they
inteipreted the discrimination against them as permanent and institutionalized, which led
them to develop oppositional identity (Ogbu, 1991). Indians who developed oppositional
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identity believed that regardless of their ability, training, or education, whether they lived
off the reservation or on the reservation, whether they dressed and acted like white men,
they would not be treated as equals (Green & Wallat, 1981). Furthermore, Indians, as
involuntary minorities had no place to go to seek relief from a society that treated them
like second class citizens; they were strangers in their own homeland (Ogbu, 1984).
Finally, involuntary minorities distrusted members of the dominant group and the
societal institutions controlled by the latter. This was especially true of Native
Americans. Native Americans did not trust schools to provide their children with a good
education. Unlike the immigrants, Native Americans find no justification for the
prejudice or discrimination that they experience against them in school and society other
than the fact that they are Indian. Furthermore, Native Americans, unlike the immigrants,
see the prejudice and discrimination against them as institutionalized and enduring.
Beginning with the earliest attempts to educate them, Native Americans believed
discrimination against them was institutionalized, and that it was not going to be
eliminated entirely by getting an education (Ogbu, 1982). Unlike the immigrants, Native
American students did not interpret the cultural and language differences they
encountered in school as barriers they had to overcome and did not, apparently, make
concerted efforts to overcome them.
Rather, they interpret the cultural and language differences as markers of identity
to be maintained. Moreover, they do not appear to make a clear distinction, as the
immigrants do, between what they have to learn or do in order to succeed in
school (such as learning the standard language and the standard behavior practices
o f the school) and the dominant-group’s cultural frame of reference (which may
be seen as the cultural frame of reference of their “oppressors”). (Ogbu, 1991,
p. 26)
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This attitude, on the part of involuntary minorities, often led (and still leads) to a
dilemma; they have to choose between academic success or maintaining their minority
cultural frame of reference and identity - a choice that does not arise for the immigrants.
Involuntary minorities have a deep distrust for members of the dominant group in
society and a distrust for the schools that this dominant group controls more than
immigrant minorities do because the former “lack the advantage of the dual frame of
reference that allows the immigrants to compare the schools they now attend with the
schools they knew ‘back home’” (Ogbu, 1991, p. 28). Instead, involuntary minorities
compare their schools with those of the dominant group and conclude that theirs are
inferior because they are minorities (Ogbu, 1991).
Having concluded that their schools and education are inferior, they divert their
emotion and efforts in a continual quest for “better schools and better education.”
The message is also communicated to children quite early that the schools they
attend and the education they are receiving are inferior, a message that contributes
to the development of distrust for the system. (Ogbu, 1991, p. 28)
Gibson and Ogbu’s (1991) book contained a chapter solely dedicated to the Ute
tribe of Utah.
For 100 years, the Utes have been exposed to the American educational system
through private, church-run, or federally funded on-reservation schools, boarding
schools and the state public school system. The free public education system of
Utah has served Utes since 1952 but has produced relatively few Ute high school
graduates. Utes perceive the school district and the schools as generally hostile to
their children and as a system which is nearly unassailable. This perception is
based on a history of long-standing grievances between Utes and neighboring
non-Indians, on the racist attitudes of many non-Indians, and on the differing
values and expectations held by Utes and the public school. (Kramer, 1991,
p. 287)
The Utes also view the schools as agents of assimilation. They are viewed, therefore, as
a threatening rather than a beneficial force in the lives of Ute children. Fred A. Conetah,
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the Ute tribe historian, noted that ‘“ one issue that was particularly troublesome for the
People was the efforts of federal officials to educate Ute children’” (as cited in Kramer,
1991, p. 291). “Utes opposed and resented the notion of their children being taught
'white ways,’ and most refused to send their children to school until the second decade of
this century” (p. 291). This was a result of the manner they perceived their children
would be treated in school, and more often than not their perceptions were correct.
Coleman et al. (1966) found that as many as one fourth of all teachers in public schools,
if given a choice, would prefer not to teach American Indian children. Thus, “teachers’
negative attitudes have often dominated the Indian child’s school experience and
hindered academic achievement” (Berry, 1969, p. 34).
Cultural differences between Utes and the people who operated the schools were a
frequent cause o f friction between the groups. This was most noticeable in the manner
each group viewed awards. For example, the school recognized students who “came in
first” whether it was grades or athletics. Ute parents could not comprehend this; “they
believed that awards were deserved by those who tried the hardest in every class or in
every game, regardless of the final grade or score” (Kramer, 1991, p. 297). Clearly, the
dominant group’s values that promoted production and competition were at odds with
tribal values that encouraged process and personal commitment.
According to Kramer (1991), American Indian tribes cannot be compared to other
ethnic minorities because American Indians stand to lose their culture by integration into
the larger society. Christensen and Demmert (1978) “urged tribes to take legal and moral
responsibility for their children’s education by exercising control over school boards.
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approval o f curricula, and, if necessary, by establishing separate schools” (p. 140). The
U.S. Commission on Civil Rights (1981) reinforces Christensen and Demmert’s advice:
Politically, other minorities started with nothing and attempted to obtain a voice
in the existing economic and political structure. Indians started with everything
and have gradually lost much of what they had to advancing alien civilization. . . .
Indian tribes have always been separate political entities interested in maintaining
their own institutions and beliefs. . . . So while other minorities have sought
integration into the larger society, much of Indian society is motivated to retain its
political and cultural separateness, (pp. 32-33)
Unknowingly, tribal college leaders may have been familiar with Gibson and
Ogbu’s concepts of involuntary minorities and immigrants. They expect their students to
perpetuate their respective Indian societies, not the American society at large, and they
promote that the most viable political and economic position for Indian tribes is to
co-exist with American society, not enter into it (American Indian Higher Education
Consortium [AIHEC], 1999).
Tribal Colleges
Societal Conditions That Helped Create Tribal Colleges
Economically and educationally, the beginning of the 20th century was bleak for
Native Americans. Native Americans were completely controlled by the government
through the Bureau of Indian Affairs (BIA) during this time period. The boarding
schools/mission schools were at their peak. The Meriam Report listed all types of abuses
at the federal Indian boarding schools, as well as private and mission schools. “The
report advocated sweeping changes in the harsh disciplinary approach which took Indian
children from their homes and imposed upon them a living environment and education
judged by some to be substandard” (Stein, 1988, p. 33). Native Americans were not
allowed to vote in local, state, or national elections until 1924, and they could not start a
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business, sell or buy land, or enroll their children in school without the BIA’s approval
(Reyhner & Eder, 1989).
The treaty establishing the reservation did not set a figure for appropriations to
support the administration of the reservations and Native Americans living on the
reservations. For many years, the living conditions on reservations were extremely bad
(Schneider, 1990). Because Native American men made such poor farmers, much of the
land lay idle. As a result, Congress passed the General Allotment Act in 1887, which
allocated a certain amount of land to Native American individuals. The land not
allocated to Native Americans was sold to settlers. The reservation shrunk and living
conditions worsened. These conditions persisted until World War I (Schneider, 1990).
“World War I affected reservations economically and socially. High prices, due
to wartime inflation, made living more difficult” (Meyer, 1967, p. 324). In 1934, the
Indian Reorganization Act was passed to halt the sale of Native American land
(Schneider, 1990). The Act also established an elected government that would enable the
tribe to conduct business. However, poverty continued unabated, due to the fact that the
land was so divided. It was impossible to make a living by farming or cattle ranching.
Throughout the 1930s, 1940s, and 1950s, the primary concern of the Native Americans
residing on reservations was to earn a living. A survey conducted in 1949, on one North
Dakota Indian reservation, showed an annual income of $949 (Schneider, 1990).
After the Serviceman’s Readjustment Act, however, changes in Indian Country
began, albeit slowly, when Native American men and women returned from World War
II. Exposed to the world away from the reservation, these veterans wanted a higher
standard of living, for themselves and their families, and many of them took advantage of
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the Serviceman’s Readjustment Act, also known as the GI Bill, to attend college (Szasz,
1999).
The Civil Rights movements of the 1950s and 1960s followed the GI Bill. As a
result o f these things, more and more Indian leaders desired to control their own destiny.
This new attitude of self-determination eventually led to the founding of tribal colleges in
the sixties (Stein, 1988).
Community colleges also played a key role in the founding of tribal colleges.
Toward the end of the sixties, at least one new community college opened its door every
week somewhere in the United States. “By 1968, there were 739 public community
colleges, and in 1978, there were 1,047 such institutions, an increase of about 42%”
(Stein, 1988, p. 38). Though their missions and purposes were unlike tribal colleges,
community colleges were more like tribal colleges than they were different. Community
colleges served a rural population, offered vocational education, and responded to
community rather than national needs (Stein, 1988).
Tribal colleges also served a rural population and responded to the local needs of
the community and the needs of Indians on the reservations. In fact, tribal leaders
deliberately chose the community college model of higher education when forming their
tribal colleges because the missions and purposes of community colleges better fit the
needs for higher education on the reservations than any other higher education institution
(Stein, 1992).
Tribally Controlled Community Colleges
What makes tribal colleges unique? “Tribal Colleges are different from
mainstream community colleges in their cultural identities, which are reflected in
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virtually every aspect of college life” (A1HEC, 1999, p. B-l). In reaction to their history,
American Indian leaders in the 1960s, with the help of Richard Nixon who supported
“self-determination” for Native Americans, began rethinking higher education for Indian
tribes (Boyer, 1997; Oppelt, 1990). These leaders began to understand that leaving the
reservation and going off to college did not necessarily mean one lost touch with their
culture. Quite the opposite, receiving a college degree while remaining true to one’s self
appeared the most effective manner to retaining the culture.
Currently, there are 34 tribal colleges in the United States. The tribally controlled
institutions are chartered by one or more tribes and are locally managed, while the
federally chartered institutions are governed by national boards (Boyer, 1997). Federally
chartered institutions are commonly known as BIA colleges. These colleges are located
off the reservation, usually near or within a major city. Two examples of federally
chartered colleges are Haskell Indian Nation University located in Lawrence, Kansas, and
Southwestern Indian Polytechnic Institute located in Albuquerque, New Mexico (AIHEC,
1999). Tribally controlled colleges have a unique relationship with reservation
communities, as they are located either on the reservation or within close proximity to the
reservation. This allows tribal members easy access to the services of the colleges
(AIHEC, 2001). They may differ in their structures, sizes, and other characteristics;
nevertheless, they share some basic commonalities (Boyer, 1997).
■ Most are less than 25 years old;
* Most have relatively small student bodies that are predominantly American
Indian;
■ Most are located on remote reservations, with limited access to other colleges;
■ Most were chartered by one or more tribes, but maintain their distance from
tribal governments;
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■ All have open admissions policies; and
* All began as two-year institutions. (AIHEC, 1999, p. A-3)
The first tribally controlled college, Navajo Community College, was founded in
1968 to meet the needs of its tribal members. “It was the first college established by
Indians, for Indians. It set a precedent for later Indian controlled community colleges”
(Oppelt, 1990, p. 33). Marjane Ambler, editor for the Tribal College Journal o f
American Indian Higher Education, published by the American Indian Higher Education
Consortium, relates this story in the 2002 Winter edition of the journal:
U.S. Rep. Wayne Aspinall (D-CO) was one of the most powerful men in
Congress as chairman of the House Interior Committee in the 1960s and 1970s.
Never considered a friend to American Indian causes, Aspinall was cajoled by
Ruth Roessel (Navajo) to attend the groundbreaking ceremony for Navajo
Community College in Tsaile, AZ, the nation’s first tribal college and thus the
first to seek federal funding.
At the groundbreaking, Aspinall and several others held onto the “gish,”
the traditional digging stick. During the lengthy ceremony, Bob Roessel grew
increasingly alarmed. The day was hot; the Congressman was elderly; and
Aspinall was stooped over, his hands below the others on the gish. At the end, he
released the stick and slowly stood up, calling Bob Roessel to his side. “I have
been to mosques; I have been to synagogues; I’ve been to churches all over the
world. But I felt God when I felt that stick. You will get your college,” he said.
True to his word, Aspinall shouted down congressional and Bureau of Indian
Affairs (BIA) opponents, and the Navajo Community College Act of 1971
became law. (p. 6)
Once the Navajo Nation created the first tribally controlled college, now called
Dine College, other tribal colleges quickly followed in California, North Dakota, and
South Dakota. The Carnegie Foundation for the Advancement of Teaching (1989) relates
how immediately following the establishment of the Navajo Community College, five
other tribal colleges were founded: Deganawidah-Quetzalocatl University (D-Q
University), Oglala Lakota College, Sinte Gleska College, Turtle Mountain Community
College, and Standing Rock College, now known as Sitting Bull College.
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In 1972, representatives from all existing Indian post-secondary institutions met
in Washington, DC, to discuss the founding of a national organization, and the American
Indian Higher Education Consortium (AIHEC) was founded (Stein, 1992). The colleges
soon found out that they had several characteristics in common (One Feather, 1974):
1. They were located on or near Indian reservations, which were isolated
geographically and culturally.
2. The institutions had Indian boards of regents or directors and a majority of
their administration and faculty was Indian.
3. Indian student bodies were small, ranging in number from 75 to 800.
4. Student bodies and the Indian communities surrounding institutions were from
the lowest income areas in the United States.
In 1973, AIHEC received its certificate of incorporation; AIHEC was official. Its
governing board chose five guiding priorities: (a) an American Indian higher education
accreditation agency, (b) a financial and institutional resource office, (c) a human
resources development program, (d) an American Indian education data bank, and (e) an
American Indian curriculum development program (One Feather, 1974).
The founding of AIHEC was followed by a second and third wave of tribal
colleges. According to Stein (1992), tribal colleges established during the second wave
o f tribal college development included the following institutions:
Year

College

Location

1973

American Indian Satellite
Community College
Fort Berthold Community
College

Winnebago, Nebraska

1973

New Town, North Dakota
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1973

Sisseton-Wahpeton Community
College
1973
Lummi Indian School of
Aquaculture & Fisheries
1974
Cheyenne River Community
College
1974
Little Hoop Community
College
1974
Land Claims College
1975
Blackfeet Community College
1975
Inupiat University
of the North
1975
Dull Knife Memorial College
(pp. 119-120)

Sisseton, South Dakota
Lummi, Washington
Little Eagle, South Dakota
Fort Totten, North Dakota
Fairbanks, Alaska
Browning, Montana
Barrow, Alaska
Lame Deer, Montana

Stein (1992) also listed institutions established during the third wave of tribal
college development:
Year

College

Location

1977
1977

Little Big Horn College
Salish-Kootenai Community
College
College of Ganado
Ft. Peck Community College
Keweenaw Bay Ojibway
Community College

Crow Agency, Montana
Pablo, Montana

1977
1978
1978

Ganado, Arizona
Poplar, Montana
Baraga, Michigan

(p. 120)
Why Are Tribal Colleges Unique?
At the beginning of this chapter, the researcher posed this question. This
researcher found many answers to this question. One answer was in a booklet titled
Tribal Colleges: An Introduction, written and published by the American Indian Higher
Education Consortium. “Tribal colleges were created over the last 30 years in response
to the higher education needs of American Indians, and generally serve geographically
isolated populations that have no other means of accessing education beyond the high
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school level” (AIHEC, 1999, p. A-l). The majority of tribal colleges were founded on
reservations that have high unemployment, low educational attainment of their students,
and a low level of high school graduation. Other difficulties facing Native Americans
were high suicide rates, high death rates due to alcohol-related causes, and cultural and
language differences, which made it difficult for Native Americans to succeed in higher
education.
The funding and counting of Native American students at tribal colleges is
different from the systems states use to fund their colleges and universities. In addition, a
special enrollment measure is used by the Bureau of Indian Affairs for tribal colleges; in
particular, an Indian Student Count (ISC) measures the number of FTE American
Indian/Alaskan Native students enrolled in a tribal college according to a specific formula
for the purposes of distributing funds under the Tribally Controlled College or University
Act (Olivas, 1982).
Tribal Colleges Today
At the beginning of this study, this researcher noted that there were not adequate
amounts o f research on tribal colleges. When compared to the amount of research
conducted on mainstream institutions, this is certainly true. The number of tribal colleges
is small compared to the number of mainstream institutions. It may be that only a few
people outside of Indian Country are interested in tribal colleges. While there may not be
a large-scale program of empirical research conducted on tribal colleges, there has been
numerous local studies conducted on a variety of topics such as tribal college government
to student retention. The consistency of the positive results reported in these studies is
exceptional in the field of education, where research variance is often the norm.
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As mentioned earlier, tribal colleges share several common characteristics;
however, each tribal college has its own unique purpose, which is to educate its tribal
members and promote and restore its tribal culture. Because each tribe serves a different
tribe, or band within a tribe, the language, customs, and culture of each tribal college are
different. In addition, tribal colleges are in various stages of development (AIHEC,
1999). This makes it difficult to make an across-the-board statement about tribal
colleges. However, there is one organization, AIHEC, that serves all tribal colleges. By
studying AIHEC’s mission and purpose, a researcher is in essence studying the tribal
colleges.
AIHEC - American Indian Higher Education Consortium
AIHEC is currently based in Alexandria, Virginia. Part of AIHEC’s mission is
(a) to assist tribal colleges in maintaining high academic standards, (b) to develop an
accreditation body for tribal colleges, (c) to reach out to national organizations and
promote and advocate for tribal colleges, and (d) to provide tribal colleges with technical
assistance (Robbins, 2002).
AIHEC’s website (www.aihec.org) contains a contemporary description of
AIHEC chat begins with this statement: “The American Indian Higher Education
Consortium (AIHEC) is a unique - and uniquely American Indian - organization”
(AIHEC, 2004b, para. 1). From the AIHEC website, you can read about the history of
the organization, including how it has grown to represent 34 colleges in the United States
and one Canadian college. Each college represented by AIHEC is a member of the
organization and governs AIHEC jointly with the other member institutions. AIHEC’s
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mission is to support the work of tribal colleges and of the national Native American
movement for tribal self-determination (AIHEC, 2004b).
AIHEC’s mission statement, adopted in 1973, identifies four objectives of the
organization: (a) to maintain the quality of American Indian education; (b) to support the
development o f new tribal colleges; (c) to promote and assist in the development of new
legislation to support tribal colleges; and (d) to encourage greater participation, by
American Indians, in the development of higher education policy (AIHEC, 2004b).
AIHEC holds four meetings each year. Tribal college presidents, board members,
administrators, and students attend the meetings. They discuss a variety of issues ranging
from federal funding to accreditation. Many government and private agencies attend
these meetings as well, either at AIHEC’s request or to seek input from the tribal colleges
on a variety o f issues. The meetings always start with a prayer and an introduction of
guests. In true “Indian style,” the meetings often drag on until late in the evening and
often no consensus is reached on the issues discussed (researcher’s personal
observations).
One of AIHEC’s most important achievements was Executive Order No. 13270.
This legislation reaffirms the importance of tribal colleges to the development of Native
Americans, both socially and economically. Executive Order No. 13270 directs all
federal departments and agencies to increase their support of tribal colleges. It is a
reminder that tribal colleges are a part of the entire federal government and that education
o f American Indians is part of a national mandate, one that all policymakers have a
responsibility to fulfill (AIHEC, 2004a).
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AlHEC’s (2004a) legislative priorities, during the second session of the 107th
Congress - Fiscal Year 2003, focused on the following:
1. Tribally Controlled College or University Assistance Act (P.L. 95-471). This
funds institutional operations at 25 colleges.
2. Equity in Educational Land Grant Status Act of 1994 (P.L. 103-382). This
funds infrastructure and facilities.
cn

Higher Education Act, Title III, Part A, Section 316, “Strengthening Tribal
Colleges” (P.L. 105-244). These funds are used for basic enhancements in
infrastructure, faculty, and curriculum. AIHEC would like $5 million of these
funds to be awarded to tribal colleges and universities for basic and adult
education, to address the tremendous need for education in Indian Country.

4. Infrastructure Needs. AIHEC is pushing to expand funding for facilities
maintenance issues and to help build new facilities at tribal colleges. AIHEC
is looking for funding from the Departments of Agriculture, Defense,
Education, and HUD to support these facilities needs. In addition, AIHEC is
asking Congress to support technology programs for tribal colleges within
NASA, NSF, and other federal agencies to counteract the void of current
technology that exists in Indian Country.
5. Executive Order on Tribal Colleges and Universities (Executive Order No.
13021) “promotes tribal college participation in programs throughout the
Federal Government and elevates our profile as accredited higher education
institutions” (Executive Order section, para. 1).
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Are tribal colleges really as successful as their proponents say they are? Do they
really perform the ‘'miracles”? The most accurate way to answer these questions is to
examine information regarding student performance and accomplishment, and see if the
colleges are attracting partners such as federal agencies to help them accomplish their
mission.
In May 2000, AIHEC published results of a survey titled Creating Role Models
fo r Change: A Survey o f Tribal College Graduates. The purpose of this survey was to
seek answers to the following questions: Have the tribal colleges prepared students for
future employment and education? Are tribal college alumni employed in meaningful
jobs? Are graduates continuing on for more advanced degrees? Are graduates satisfied
with the education they received at the tribal colleges? Students from 18 tribal colleges
participated in the survey. The survey’s summary and conclusion are reported as follows
The findings strongly suggest that the education students receive has had a
positive effect on their lives. Although further research is necessary to determine
cause and effect, Tribal College graduates seem to be employed at higher rates
than might have been expected had they not achieved their degrees or certificates.
The majority of the graduates reported having full- or part-time jobs, despite the
difficult circumstances that exist in most reservation communities. Many Tribal
College graduates were able to obtain jobs that serve their local communities,
thereby positively affecting both the students and the overall American Indian
population. In addition, the majority of Tribal College graduates said their jobs
were related to their college majors, and felt that the coursework taken through
those majors was good preparation for their jobs.
“During my years attending a Tribal College, I received a lot more
attention and help than I would have if I’d attended a university. I feel that the
Tribal College has given me the experience and ability to be a successful
student.” — graduate, Dull Knife Memorial College. (AIHEC, 2000, p. 16)
In April 2001, AIHEC published a report titled Building Strong Communities:
Tribal Colleges as Engaged Institutions. The report highlighted five areas the tribal
colleges are engaged in: preschool and elementary and secondary education, health and
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nutrition activities, faculty role modes, agriculture and natural resource development, and
language preservation and development. The report details challenges faced by Native
American communities in these five areas and the various ways tribal colleges are
assisting them. The educational programs offered by tribal colleges in assisting these
areas target all stages of youth development and improvement, not only in the academic
areas, but also physical, emotional, and spiritual needs of the youth. Examples include
providing improved prenatal and parent education through Even Start, Head Start and
Early Head Start; direct linkages with tribal elementary and secondary schools in the
areas o f math, science, and technology; bringing TRIO programs (Upward Bound, Talent
Search, and Student Support Services) to the reservation and preparing teachers and
teacher aides (AIHEC, 2001).
In 2002, AIHEC was 30 years old. In the 2002 Winter edition of the Tribal
College Journal o f American Indian Higher Education, Dr. Gerald Gipp, Executive
Director o f AIHEC, writes,
The AIHEC colleges are a success story, growing to 33 colleges and universities
in 12 states with more developing throughout the country. They educate some
30,000 full- and part-time students from over 250 federally recognized tribes, yet
they are the most under-funded institutions of higher education in America.
Despite this struggle, they have never lost sight of their tribal cultures and its
appropriate role in the learning environment, (p. 3)
The 2002 Winter issue of the Tribal College Journal o f American Indian Higher
Education, the 30th anniversary issue of AIHEC, asked various people who had been
involved in the tribal college movement to look back 30 years and to look forward 30
years and to share their predictions for tribal colleges and to take a hard look at what
remains to be accomplished.
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Boyer (2002) recalled that relatively few people believed that tribal colleges
would succeed or even survive. “My God, Mr. Chairman you don’t mean to think that
you Navajos can create a COLLEGE?,” said a prominent businessman when he heard
about the proposed founding of Navajo Community College. Bob Roessel, the first
president o f Navajo Community College, heard the comment and recalled the laughter as
the man stood and left the public meeting. Boyer (2002) went on to point out that today
the colleges are stronger financially, politically, and educationally because they have
jumped through the hoops required to satisfy both their own constituents and mainstream
society.
In the 30th anniversary edition of the Tribal College Journal o f American Indian
Higher Education, people prominent in Indian higher education are asked the question,
“Where will we be in 30 more years?” Here are a few of the responses.
The tribal colleges do more for less than anybody else in the country. In other
words, they provide more education and opportunities at less cost to the federal
government than any other educational institutions you can find anywhere. They
did not have standing 20 years ago, bn: they have it now. Their standing has been
earned, and I think it is respected
My vision for the tribal colleges has two parts: first that they get equal
funding with all other colleges when it comes to the per student allocation and
secondly that they become even more accessible and have even better facilities
than the ones they have now. They are working under very difficult
circumstances, but they are doing extraordinary things in large measure because
o f their detenu ' ation, and we have got to help them. (Daschle, 2002, p. 40)
We need to send our students into the communities to experience the things that
are happening there. Then, we need to bring them back to the classrooms to
dialogue about those issues. We need for our students to see how important it is
to make the right decisions when a tribal member is given a position of authority
and leadership. We need for all of our students to aspire to be leaders and to be
the best leaders that they can possibly be. Enough of this tribal politics as the
norm. Let’s make good leadership the norm! We have the future of our tribes in
our hands. Our survival might depend on it! (Davis, 2002, p. 41)
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My dream for the year 2032 is that every two-year tribal college has become a
four-year school, and they are offering graduate level courses. I pray that all of
our current four-year schools have now become Ph.D. granting institutions, and
all have Centers of Excellence in Tribal Studies where distinguished tribal
scholars go to do tribal research. I hope I am a retired emeritus from one of the
schools, and I am sitting in the library still doing research on quantum mechanics
and spirits. (Williams, 2002, p. 41)
The tribal colleges’ early years were difficult, as they struggled with funding,
inadequate facilities, and tribal politics. But, they were successful in the area it
counted - retaining and graduating students. In the early nineties, Gerald “Carty”
Monette began writing his dissertation titled Follow-Up Study o f the Graduates o f an
American Indian Tribally Controlled Community College. Mr. Monette was studying a
barely 20-year-old college, Turtle Mountain Community College (TMCC). He
concluded that TMCC was meeting its purpose by providing access to higher education,
and the college had met its academic mission because tribal members were increasing
their appreciation and understanding of the values of higher education. Monette’s
“Transfer Conclusions” included a desire to have TMCC become a four-year institution.
Many students had already successfully transferred to a four-year college and were well
prepared; all graduates placed a high value on a four-year degree; and inadequate
faculties and equipment did not reduce the quality of education. A significant finding
was that the growth of business and industry on the Turtle Mountain Indian Reservation
can be traced to the academics and vocational offering of the college (Monette, 1995).
Tribal colleges are making inroads in disciplines traditionally avoided by Native
Americans - math and science. In an article titled Land-Based Colleges Offer Science
Students Sense o f Place, Marjane Ambler, editor of the Tribal College Journal o f
American Indian Higher Education, reports on several tribal colleges that have created
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educational models in the math and science disciplines. At Northwest Indian College
(Bellingham, Washington), students can earn a two-year degree in Tribal Environmental
and Natural Resources Management from a program funded by the National Science
Foundation. At Dine College (Shiprock Campus, New Mexico), Dr. Steve Semken and
Frank Morgan have integrated Navajo pedagogy into an introductory physical geology
course for Navajo students, incorporating the Navajo model into an earth systems
curriculum. “Salish Kootenai College (Pablo, Montana), is integrating environmental
sciences across the curriculum” (Ambler, 1998, para. 9). Their goal is to offer a Bachelor
o f Science degree in Environmental Science, which will include “not only standard
requirements but also the ability to develop an approach to environmental research and
management that ‘honors the tribe’s cultural values’” (para. 9). Funding from the
National Science Foundation (NSF) has improved course offerings and research in the
areas o f math, science, and technology (Ambler, 1998).
Chapter III will present the methodology used to answer the research questions by
analyzing and organizing the data gleamed from the interviews and institutional
documents.
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CHAPTER III
METHODOLOGY
The purpose of this study was to identify factors leading to the success of two
tribal colleges located on two separate Indian reservations. To identify these factors,
interviews were conducted with five college board of director members from each college
and the two college presidents. To meet the objectives of this study, a qualitative
research method was used to collect and analyze data. According to Strauss and Corbin
(1990), qualitative research produces findings not arrived at by statistical procedures.
This study was designed to determine factors surrounding the success of two tribal
colleges. The majority of data collected was qualitative in nature, as opposed to
quantitative (countable). “Qualitative research requires knowledgeable informants who
are uniquely able to be informative because they are experts in their particular fields”
(Weiss, 1994, p. 17). Also, qualitative research is able to provide important insights into
the subject being studied (Yin, 2003). All qualitative inquiry requires the following:
1. extensive commitment of time in the field,
2. complex, time-consuming analysis of large amounts of data,
3. lengthy quotes to provide participants’ perspectives, and
4. does not have firm guidelines or specific procedures.
The nature of the research suggests a qualitative approach. As is discussed
throughout this paper, tribal colleges are so rooted in their cultural context that studying
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the participants and organizations in the natural setting is mandatory for accurate
findings. Creswell (1998) reviewed five types of qualitative designs: biographical life
history, phenomenology, grounded theory study, ethnography, and case study. The first,
biographical life history, focuses on one individual’s life and is clearly inappropriate as
the focus is on institutions not an individual. The second method, phenomenology,
would be appropriate to studying the phenomenon of the tribal conege and how
participants such as students, faculty, and board members experience it. This is an
important question, but not one pursued in the present study. The purpose of grounded
theory study, as the name implies, to generate a theory, is also not applicable.
Ethnography is a descriptive study that explores the cultural roles and themes of a setting,
with a high level of detailed description. Cultural roles, etc., may be a factor in this
study, but there are other factors to consider as well. Creswell's fifth and final type of
qualitative research is the one most applicable here. A case study uses a “bounded
system,” bounded by time and place. In this study, two places are used, two reservations
governed by two distinct tribal nations with a focus on the tribal colleges located on the
reservations and the time period from each college’s first self-study and accreditation to
the present.
Population and Sample
Purposeful sampling was used. Both cases selected met the following criteria as
defined by successful institutions: accredited, financially stable, low staff turnover, and
broader course offerings relative to similar institutions. White Bear Community College*

*not their real names
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meets these criteria and is one of the oldest tribal colleges in the nation. Cedar Tree
College* was selected as a relatively new successful college - founded in the early
nineties. Both institutions are located on Indian reservations where there is high
unemployment, addictions, suicides, and a variety of other social ills. Both institutions
serve over 90% Native Americans. Their governance structure gives them certain
autonomy from tribal governments that other tribal organizations do not have. The study
was conducted by interviewing tribal college board members and tribal college „
presidents.
Data and information gathered from documents is extremely important to a
qualitative study because they contain the factual information. To get an accurate picture
of the colleges, personal interviews were necessary. Face-to-face interviews were
conducted with four college board members and the presidents from each college using
prepared questions designed to gather the data to address the purpose of the study. Notes
kept by the researcher during the interviews along with the audio tapes for transcribing
helped the researcher report accurate information. Eight themes emerged when the data
were analyzed.
Research Procedures
The research questions were designed to elicit responses that would reveal the
respondent views, opinions, and factual knowledge of why their tribal college is
successful. Questions included topics on leadership skill, college governance, politics,
education, decision-making, accountability, accreditation, and funding. “Interviews are
an effective way to learn about cultural traditions and the values they sponsor” (Weiss,
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1994, p. 1). It is possible to learn how people are affected by a phenomenon by
interviewing samples of a population.
The following research questions were used as a guide for the study:
1. What factors do successful tribal colleges have in common?
2. What are the positive and negative factors in a relationship between tribal
colleges and tribal councils?
3. Do tribal college governing boards get training and what is the impact of that
training?
4. Is there an impact on the effectiveness of the president of a tribal college when
that President’s tribal traditions (or social traditions) are different from that of
the community in which the tribal college is located?
5. What is the relationship between the governance structure of a tribal college
and indicators of academic quality?
6. What is the relationship between micro-management of a college by the board
of directors/tribal council and indicators of academic quality?
Data Collection and Analysis
The interviewees were adult members of tribal college boards and presidents of
the colleges. Their participation was voluntary, and they were assured that their
responses would be anonymous and confidential so there would be minimal risk to them
as respondents.
Review of archival documents, along with interview questions (see Appendix),
were the primary means of data collection. The archival data consisted of documents
relating to the founding of the institutions, tribal charters granting the colleges the right to
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operate within their respective tribal governments, self-studies conducted by each
institution, report-a-visit, catalogs, websites, and student data that included recruitment
and retention strategies and transfer and graduation rates.
Once the researcher obtained approval from the IRB to conduct the study, he
traveled to each institution once to meet the governing boards and college presidents,
request permission to view the documents needed to conduct the study, and secure
signatures of people agreeing to participate in this study. All follow-up requests for
information were done either by phone, email, or facsimile.
Qualitative data analysis is a process of systematic iterations, and the current
study was no exception. The foundations of the coding method, based on preliminary
data, began to form during the interviews, as the same key words were repeated both
within and across cases, suggesting central themes to the narratives. The coding method
was further guided by data obtained when the tapes were replayed immediately after the
interview, confirming initial impressions. The researcher hired a person to transcribe the
tapes. When the transcription was completed, the researcher read them several times. It
was during the reading of the transcriptions that the formal coding method began.
Miles and Huberman’s (1984) format was followed, using three major phases of
data analysis: (a) data reduction, (b) data display, and (c) conclusion and verification. In
the first phase, data reduction, thematic analysis was used to structure and code the data
(Schatzman & Strauss, 1973). The focus of the data reduction was to address the
research questions posed.
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In the second phase of data analysis, data display, initial coding began with the
identification and categorization of key words and key phrases that were common among
interviews at the same college and between colleges (Table 1 and Table 2).
Table 1. Key Words and Phrases From White Bear Community College Interviews Used
to Identify Themes.

Key Words

Patterns

Themes

Conclusion

Educate our own
Impose that system
Relevant education
Access/contro!
We didn’t have
educated people
We didn’t want them
to go off and get an
education

Need for educated professionals
to fill the critical jobs held by
non-Indians.
There was a need to have a
trained work force.
Need for accessible college
education.

Theme One:
Need

The founders of White
Bear Community College
recognized and
understood the critical
need for higher education
institutions - that higher
education was important
to tribal people.

Leadership
Dedicated
Committed
Followed their
dreams/vision
Envisioned an
institution
Movers and shakers
Determined
Hard working

The founders of the college
were visionary, hard working,
dedicated individuals who were
committed to establishing an
institution of higher education on
the reservation.

Theme Two:
Leadership

White Bear Community
College would not have
succeeded without the
founders exhibiting
extraordinary leadership
skills and abilities.

Role model
May not understand
Not window dressing
Tribal member bom
and raised on the
reservation
Similar experiences
Broader
understanding
Person you know
inside
Speak the same
language
Easier to speak

Persons who were born and
raised on the reservation and
became a tribal college president
have a better chance of
succeeding than tribal members
from other tribes, or tribal
members who were not born and
raised on the reservation due to a
variety of factors.

Theme Three:
Tribal
Members as
College
Presidents

Persons who were born
and raised on the
reservation and become a
tribal college president
have a better chance of
succeeding.
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Table 1 (cont.)

Key Words

Patterns

Themes

Conclusion

Politicians don’t touch
the college
Lots of community
support
Upset tribal council
tried to make some
changes
Community support
has protected
Majority of the
community supports
the college

Time and time again, tribal
members stepped forward and
supported the college in times of
crisis.
Community support has fueled
enrollment.

Theme Four:
Community
Support

Community support was
important in helping
establish the college and
it continues to be
important to help the
college survive.

400 people with
college degrees
400 jobs that were
filled by non-Indians
I don't think there is a
family here, anymore,
that doesn't [have a
degree]

Huge increase in tribal members
with college degrees.
Less tribal members on public
assistance due to attending
college and receiving a degree.
Job positions filled by qualified
tribal members.

Theme Five:
Qualified
Individuals

White Bear Community
College has increased the
qualifications of a
substantial number of
tribal members.

Teaching us who we
are
Keeping our culture
alive
Teach it and live it
Culture makes it a
stronger college
Understand the Indian
part of who I am
Our culture would be
dead
Preserve and promote
the culture and
heritage of our tribe
Recapture some of the
things we had lost

Integration of culture into the
curriculum.
Activities to promote the
preservation, restoration, and
teaching of culture.
Evidence of tribal culture is
everywhere, from pictures and
tribal artifacts hanging on the
wall to tribal icons built into the
building.
Symbols make you aware that
you are in a building dedicated to
the preservation and restoration
of the culture.

Theme Six:
Culture

White Bear Community
College is at the forefront
in preserving and
promoting its tribal
language and culture.
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Table 1 (cont.)

Key Words

Patterns

Themes

Conclusions

Dilapidated building
Makeshift facility
Housed in the old
hospital
Classrooms at the
high school old
building where . . .
were knee deep in
water
Lack of expectations
Fear of the education

1 here are conditions that are
unique to tribal colleges (i.e.,
finding faculty willing to meet
the requirements to become
familiar with the culture, low
salaries, and lack of adequate
facilities).
The college was perceived as
easier than other colleges.
The decision to start a college
split the community.
Tribal politics was a barrier in the
beginning.

Theme Seven:
Barriers and
Obstacles

White Bear Community
College successfully
overcame barriers and
obstacles ihrough
leadership, integration of
culture into the
curriculum, support of
the community, and
educating their tribal
members.

400 people living on
the reservation with
college degrees
Social impact it's had,
400 of us could have
been living on welfare
Jobs filled by
non-Indians before
Somebody in our
family that we can
look up to

The reservation went from
having very few tribal people
with college degrees to over 400.
The standard of living has risen
since the founding of the college.
The collected self-esteem of
tribal member has risen.
Employment of tribal members
has risen.

Theme Eight:
Impact on
Community

White Bear Community
College has had a
positive, wide-range
impact on the reservation
and its tribal members.

Preserve the things we
still have
People are more
aware of our own
dictionary
Instructors teach our
language
Culture is coming
back
Missions/goals: bring
back culture
Practicing own
cultural
Prayers in our own
language
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Table 2. Key Words and Phrases From Cedar Tree College Used to Identify Themes.

Key Words

Patterns

Themes

Conclusion

Lack of educated tribal
people
We need an education
But 47 people enrolled
Enrollment kept
doubling
Couldn’t accommodate
them all
No access to higher
education
The education process
should start right here
People were ready for
their own college
Tribal members felt that
the education process
should start on the
reservation

There was a desire for local
assess to higher education.
There was a lack of educated
tribal members.
Student enrollment outgrew the
number of classrooms
available.
It was in the tribe’s best
interest to control their
education - local control.

Theme One:
Need

There was a need for
educated professionals to
fill the critical jobs held
by non-Indians. There
was a need to have a
trained work force, and
there was a need for
accessible college
education on the
reservation.

Visionary leadership
skills
President expects quality
President is successful
Known educator
Good reputation as an
educator
Had a PhD
1just love it, and to be
considered as part of this
prestigious institute and
board is really an honor
To get on this board, you
have to be recognized for
your education, for your
commitment, and for
your dedication.

The leadership at Cedar Tree
College was focused on the
extraordinary quality of its first
and only president and the
board.

Theme Two:
Leadership

The college would not
have succeeded without
the founders exhibiting
extraordinary leadership
skills and abilities.
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Table 2 (cont.)

Key Words

Patterns

Themes

Conclusion

Fabulous understanding
of the tribe’s culture
‘Cause there’s stuff we
don’t share with
everybody
As a tribal member, I’m
there to defend or state
my case; if I was not a
tribal member, I’d have
to leave
Easier to approach the
tribal legislature
1 know them as adults,
first-name basis
Drive right over to their
house
They’d be out of the
information loop
Wouldn’t have the
camaraderie, the
friendship, the
background
Wouldn’t know the
different political
divisions or groups
Wouldn’t have the
knowledge who’s related
to who
Can get into meetings
that non-[tribal member]
cannot get into

A tribal member’s
understanding of the tribe’s
culture is a huge asset.
Tribal member knowledge of
the community and its
members was critical to the
president’s success.
A tribal member has access to
the tribal legislature’s meetings.

Theme Three:
Tribal
Members as
College
Presidents

Tribal members who are
bom and raised on the
reservation have a much
better chance of being
successful college
presidents.

We want this college
People spoke very
loudly - very clearly to
our legislatures - we
want that college

Community support
overwhelming when the
college is threatened by
internal forces.

Theme Four:
Community
Support

Community support was
important in helping
establish the college, and
it continues to be
important to help the
ccliege survive.
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Table 2 (cont.)
Key Words

Patterns

Themes

Conclusion

Readily and easily
attract highly qualified
people
Able to hire really
qualified and talented
people
Remarkable people on
my staff
Degrees that are
necessary
Hire other people of
other cultures

President is given the freedom
to hire qualified individuals.
Qualified individuals are
critical to the continuing
success of the college.

Theme Five:
Qualified
Individuals

Cedar Tree College has
managed to hire faculty
willing to teach under
conditions unique to tribal
colleges, which is an
important factor in the
college’s success.

Important to know the
tribe’s history
Rely on our tribe’s
ihstory a lot when 1
speak before tribal
members

Absolutely important that you
know the tribe’s history.

Theme Six:
Culture

Cedar Tree College is at
the forefront in preserving
and promoting their tribal
language and culture.

Political struggle
Tribal legislature
Take over
Not a tribal enterprise
Legislature college
Politically involved
Autonomy/stability
We didn’t have any
classrooms
Little trailer next door
Classes over at the high
school
Building had to be built
Room for housing
Struggling space

Tribal politics almost destroyed
the college before it started.
There was a major campaign by
community to keep the college
separate from tribal politics.
No facilities in the beginning.
Still struggling to find space for
classrooms.

Theme
Seven:
Barriers and
Obstacles

Cedar Tree College has
successfully overcome
barriers and obstacles
through leadership,
integration of culture into
the curriculum, support of
the community, and
educating their tribal
members.
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Table 2 (cont.)
Key Words

Patterns

Themes

Conclusion

Tribal members working
Students want to go on
for a four-year degree
20-25 students finishing
up their management,
business and
management
baccalaureate degrees
Winter graduation
20 Indian people
graduating
Master’s in business
First graduate
Law degree
Sustainable
Development
Casino manager has a
master’s degree, gaming
commissioner has a
master’s

Tribal members working
in a town adjacent to the
reservation.
High numbers of
students are employed.
Students want to go on
for a four-year degree.

Theme Eight: Impact
on Community

Cedar Tree College has
had a significant,
positive impact on the
reservation and
surrounding areas.

In the third phase of data analysis, the researcher drew conclusions regarding the
salience of certain themes and not others. To verify these conclusions, the data were
revisited to confirm that each theme was represented multiple times in the data by
different interviewees across cases and that multiple references did not reflect merely the
strong opinions of a single individual. A second type of verification occurred in
reviewing the data to search for themes that might have been missed in the initial
analysis. For each theme, examples were sought within data from both colleges. Next,
examples were identified across methods, for instance, both within interview transcripts
and archival documents, such as self-study documents. Finally, two other doctoral-level
reviewers read excerpts from the transcripts and identified specific instances as reflecting
one o f the eight themes.
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CHAPTER IV
RESULTS
Background
The purpose of this study was to identify factors leading to the success of two
tribal colleges located on two separate Indian reservations. To identify these factors, a
case study consisting of interviews with members of the board of directors and presidents
from both tribal colleges and an extensive review of institutional documents (i.e.,
self-study reports, catalogs) was conducted at each college. This chapter will present the
findings of those case studies of each college - its history, governance, administration,
facilities, staff structure, financial resources, education programs, institution-wide student
support services, and other programs engaged in the accomplishment of its purpose. The
case studies will be followed by a discussion of themes as identified in the study
interviews.
White Bear Community College - Case Study
Introduction
The information presented in White Bear Community College’s case study was
compiled from an institutional self-study document, accreditation agency’s final team
report, and the institution’s assessment of student academic achievement. White Bear
Community College was founded 30 years ago to provide access to higher education for
its tribal members. Throughout its history, this institution, located in the upper midwest
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part o f the United States, has enjoyed a form of government unique among tribal
colleges: a two-tiered board structure, the Board of Trustees and the Board of Directors.
The Board of Trustees is appointed by the Tribal Council and provides broad oversight
for the institution. The Board of Trustees selects the Board of Directors. The Board of
Directors establishes policy for the institution. Both boards are comprised of members of
the tribe living on the reservation and adjacent areas.
White Bear Community College has authorization, through a tribal resolution, to
operate on the reservation. The college also has authority through a state charter to
operate within the state where it is located. The Higher Learning Commission of the
North Central Association of Colleges and Schools has authorized the college to confer
degrees and certificates.
White Bear Community College is driven by its mission statement. The
institutional long-range plan resonates from the mission statement; assessment of student
learning is directly linked to the mission statement through learning objectives; and
important reports, proposals, events, activities, and functions of the college express in
writing their comiection with the mission statement. One responsibility of White Bear
Community College, to preserve and promote the cultural heritage of its tribe by
integrating culture throughout the curriculum, is clearly stated in the mission statement;
this mission statement is published in the policy manual, catalog, student handbook,
website, and all major publications of the college.
History
White Bear Community College is one of the first six tribal colleges originally
established in the U.S. by various Indian tribes in the early 1970s. For the first few years
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of its existence, the college operated out of two offices on the third floor of a former
Catholic convent. Then, for a short period, the college operated out of the basement of an
abandoned Indian Health Services (IHS) facility. In the late seventies, the college moved
into an abandoned tribal building and a Bureau of Indian Affairs facility located on the
main street of the town in which the college was located. The college later purchased and
renovated several other old buildings on the same street and, as funding became
available, built a series of primarily metal buildings to house the growing student
population. In the late nineties, the college moved to a new campus and a new facility.
The new facility is located several miles north of town where it is surrounded by trees
and vegetation.
White Bear Community College has been commissioned by the North Central
Association o f Colleges and Schools to confer Associate of Arts degrees, Associate of
Science degrees, Associate of Applied Science degrees, and certificates upon its
graduates. In addition, in May 2001, the Higher Learning Commission granted White
Bear Community College the ability to offer a Bachelor’s Degree program in Elementary
Education.
Students
White Bear Community College has a direct mandate to seek, provide, and
improve comprehensive higher education in all disciplines. The typical White Bear
Community College student is female, American Indian, single with dependents, and has
experienced difficulty within an educational system in the past. Previous low grades and
test scores are not uncommon. Financial aid data show that 69% of the students have
dependents. The average American College Test (ACT) composite score of freshmen
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entering White Bear Community College is 15.72. The national average composite ACT
score in the year 2004 was 20.9 (ACT, Inc., 2004). The gender ratio for 2002-03 was
31% male students to 69% female students. The cultural heritage ratio was 90%
American Indian to 10% other. The marital status ratio was 27% married to 73% single.
During 2002-03, the college experienced a record high enrollment when 911
students enrolled for the fall semester and 752 enrolled for the spring semester. While
recruitment is the main reason for this increase, other factors contributing to enrollment
changes include high birthrates on the reservation, increasing confidence in tribal
colleges, a higher percentage of Native American teachers in the reservation schools, and
the Temporary Assistance for Needy Families (TANF) Act of 1996. TANF guidelines
required the head o f household to either do volunteer work or attend classes full-time.
Demographic data for the student body are shown in Table 3.
Table 3. White Bear Community College - Student Body Characteristics.
U

%

Total number of students

778

100

Degree-seeking

257

33

Full-time

329

42

Female

629

69

Native American

700

90

Students

Faculty
White Bear Community College employs 22 full-time faculty and 29 part-time
faculty. There is at least one full-time faculty member for each degree or certificate
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program offered. The faculty member with a state certificate for teaching tribal language
is a tribal member and is a fluent speaker and writer of the tribal language. Full-time
faculty responsibilities include the academic advising of all students.
To assure a continuing and deep involvement of the faculty in development and
review of educational programs, each full-time faculty member is asked to serve on at
least two committees, although several serve on more. Faculty members, along with staff
members, serve on the Academic Standards Committee. This committee, which has the
responsibility for academic programs, is the approval body for changes in the
instructional program. In addition, the college has an assessment committee that directs
and organizes assessment of student learning, reviews and evaluates all assessment
instruments and results, ensures that the results of assessment are used to improve student
learning, and continually improves and updates the assessment process.
The college schedules classes Monday through Thursday and reserves Friday for
meetings. The teaching load at White Bear Community College is outlined in its policy
manual. A maximum load is considered 18 semester hours and the minimum full-time
load is 12 semester hours. The Elementary Education Department has adopted a
maximum teaching load of 12 semester credits in accordance with accreditation
requirements of the state Education Standards and Practices Board. A salary scale for the
faculty was approved by White Bear Community College’s Board of Directors and was
adopted in 1994. The salary scale allows for increases in wages based on length of
service and educational advancement. Tables 4 and 5 summarize educational attainments
of permanent and adjunct faculty, respectively.
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Table 4. White Bear Community College - Characteristics of Permanent Faculty.

Permanent Faculty

#

%

22

100

Ph.D.

3

14

Master’s

9

41

Bachelor’s

7

32

Associate of Arts

3

14

Native language licensure

1

5

Native American

4

18

Female

6

27

Total permanent faculty

Table 5. White Bear Community College - Characteristics of Adjunct Faculty.

Adjunct Faculty

#

%

28

100

5

18

Master’s

10

36

Bachelor’s

11

39

Associate of Applied Science

1

4

Native language licensure

1

4

Total adjunct faculty
Ph.D. or J.D.

Student Support Services
A director of Student Support Services, a counselor with Student Support
Services, and a career counselor are housed in the Department of Student Support
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Services. Student Support Services is sponsored by the United States Department of
Education and primarily assists the student who is low income, physically handicapped, a
first-generation college student (i.e., no family member from previous generations
attended college), or who is a member of an underrepresented group. The function of
Student Support Services is to help students experience success in college. This is
accomplished by providing tutoring, transfer counseling, teaching developmental courses,
career counseling, assistance with application forms, and guidance in the transfer process.
Students with mental health and addiction issues are referred to the Indian Health
Services, Human Resource Department, or the Fifth Generation Counseling Center. All
services are available to eligible students at no cost. Student Support Services provided
program assistance to over 200 students in the 2001-02 academic year.
Academic Strengths
The college philosophy is oriented toward inclusion and retention rather than
exclusion and rejection. In other words, all are welcome regardless of academic standing
up to this point. The college pre-tests all incoming freshmen for advisement purposes
and offers developmental courses in mathematics, language skills, and study skills. For
those with low academic skills, the college offers developmental courses, tutoring, and
appropriate personalized assistance. Each year, the college offers a one-day orientation
session for incoming freshmen, a half-day session devoted to pre-testing incoming
freshmen for assessment purposes, and a day for advising and registration.
Assessment of student learning at White Bear Community College was a process
o f measuring student learning to generate feedback that can be evaluated to determine the
best way to modify educational practices. Philosophically and operationally, assessment
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o f student learning is separate from evaluation of institutional programs and institutional
effectiveness, although the information generated by assessment of student learning could
be used for program evaluation. Finally, assessment of student achievement of learning
objectives at White Bear Community College is not a “gatekeeper” operation, but rather a
process for improving teaching methods and enhancing student learning. The college’s
commitment to assessment is evident in the college’s assessment plan, and this
commitment ensures that graduates are proficient in the skills and competencies
necessary for all college-educated adults.
Each department is required to have clearly written and measurable programmatic
goals and objectives. Listed in White Bear’s self-study are the goals and objectives for
general education:
Goal 1: Students will be able to solve problems.
Objective 1: Students will know one or more recognized problem-solving
models and be able to apply a problem-solving model to situations in more
than one content area.
Goal 2: Students will demonstrate technological literacy.
Objective 1: Students will demonstrate skills in using computer hardware,
software, and the world wide web.
Goal 3: Students will demonstrate cultural literacy and contribute to the
community.
Objective 1: Students will know and understand the seven Chippewa
teachings, what stands behind them, and how the seven teachings can be
applied to their lives.
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Objective 2: Students will do community service.
Goal 4: Students will cultivate critical thinking skills.
Objective 1: Students will be able to raise vital questions and problems,
gather and assess relevant information, come to well-reasoned conclusions
and solutions, test those solutions against relevant criteria, think
open-mindedly about their assumptions and consider the practical
consequences, and communicate effectively to find solutions to complex
problems.
Cultural Integration
White Bear Community College has gone to great lengths to ensure that the
culture o f their tribe is integrated into course curriculum. As a result, cultural integration
training is an ongoing process throughout the institution. In 1995-96, the Academic Dean
began arranging cultural studies for the faculty as an ongoing basis to provide them with
the expertise necessary for incorporating cultural information into the content area of
each course.
In 1998-99, the faculty participated in the planning of a systemic approach to
incorporate tribal culture into curriculum. In an effort to educate the faculty about tribal
history and culture, the faculty read and discussed a book on White Bear Community
College’s tribal history and culture. During the review of this book, local elders and
historians were brought in to elaborate on the information.
The design of the physical plant incorporated tribal designs into its construction.
At the entrance to the college, a major structure, representing a tribal tradition, reminds
all who enter the campus of the cultural connection and the mission the college has to
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uphold, regarding the culture of its people. Inside the building, cultural objects line the
hallways, rooms, and especially the library.
Cultural Activities
At the beginning of each year, a ceremony is held in a Medicine Wheel area of the
campus where special prayers, songs, and a tobacco tie are offered for the new academic
year. In the spring, White Bear Community College students and instructors work
together to organize an annual powwow where hundreds of dancers and many drum
groups come to participate. Many businesses and individuals donate foods of all sorts for
this pinnacle of Indian tradition.
Technology
Due to a new facility and state-of-the art technology, the college is able to provide
students with needed access to technology-based teaching methods. This includes an
upgraded network, which originally ran a 10 Meg backbone with 24 12-port hubs, a
Gigabit copper and fiber backbone connecting all locations throughout the campus that
provides 100 Meg to the desktop via switches, and a Cisco 4550 series switch. Access to
the Internet can also be accomplished via wireless access points in the commons area,
cafeteria, library, gym, and technology center with a well-trained staff that provides
quality technical support to all students and employees. The technical support staff also
provides assistance to other staff and faculty members regarding hardware and software
issues. All computer clusters and staff personal computers are kept up-to-date with the
latest hardware and software. Student technology skills are included in the student
assessment plan. Finally, technology personnel periodically attend training in different
areas to expand on new and existing skills.
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Governance
White Bear Community College receives its authority through a tribal charter
issued by the tribal college. White Bear Community College has a two-tiered board
structure: a Board of Trustees and a Board of Directors. The Board of Trustees has 10
members. All members of both boards are broadly representative of the community and
are enrolled tribal members. Six of the members of the Board of Trustees are appointed
by the Tribal Council and serve as lifetime members, two are Tribal Council members
who are appointed after each general election, and two are students, one of which is the
President o f the Student Senate. The other is elected “at large” by the students to serve
on the Board of Trustees. The Board of Trustees, which meets quarterly, appoints the
five members of the Board of Directors, who serve five-year staggered terms.
Board o f Trustees
The 10-member Board of Trustees is appointed by the tribal government and
serves as a liaison between the government and the Board of Directors. The purpose of
the Board of Trustees is to advance and promote education on the reservation by seeking
and appointing competent tribal members to serve as directors of the college and to serve
as a resource for advice to the Board of Directors. A person must serve one year as a full
member o f the Board of Trustees before becoming eligible to serve a term of two years as
the Chairperson. The Chairperson calls the meetings to order and presides over the
meetings, removes and replaces non-functioning members, and serves as an ex-official
member with voting privileges on all college committees. The Vice-Chairperson serves
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as Chairperson if the position becomes vacant. The Secretary keeps attendance, all
minutes, and records. The Board of Trustees meets quarterly.
Board o f Directors
All members of the Board of Directors are enrolled in the tribe. The Board of
Directors has policies that spell out the Board’s authority and its relationship to White
Bear Community College. In accordance with policy, the Board of Directors holds
meetings on the fourth Monday of each month. A quorum must be present in order to
conduct the business of the Board. The Board hires a secretary who maintains the
records for the Board and takes minutes at each meeting. The Board of Directors also has
policies that outline the authority and role of the Board of Trustees in the governance of
the college. The Chief Executive Officer (CEO) of the college also serves as its
President. The CEO/President implements policies decided upon by the Board of
Directors and is responsible for coordinating practices consonant with policy. The
President also serves as the representative of the staff, students, and other administrative
officers.
Characteristics o f the Board o f Directors
The Board of Directors has been a five-member board since 1972, each member
serving a five-year term. The Board is charged with overseeing the college, developing
policy, and supervising the President, who implements the policy and manages the
college on a day-to-day basis. The Board of Directors meets on the fourth Monday of
each month, except in September, December, March, and July when they meet in an
all-day session, usually on a Saturday. Board qualifications are that its members are
active in organizations outside the college. Board members must develop and sustain a
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knowledge base regarding the problems and issues confronting the college by
participating in policy development, implementation, and review. The Board of Directors
also represents the college at tribal, state, and national meetings.
Institutional Committees
White Bear Community College has institutional committees that are derived
from Board policy to address areas of concern. The committees develop procedures
derived from Board policies and act as a review board for various areas of the college.
They assure that staff have input into the operation and decision-making of the institution
and provide the staff with the opportunity to leam about different areas and facets of the
college. The President makes annual appointments to the committees. Each committee
meets according to a schedule deemed appropriate to the task. The committees are
Assessment Committee, Recruitment Committee, Academic Affairs Committee,
Supervisors Committee, Evaluation Development Committee, Financial Aid Committee,
Faculty Committee, Special Review Committee, and Scholarship Committee.
There is also a Presidential Administrative Council. The Presidential
Administrative Council serves under the direction of the President and assists with
budgetary, financial, and decision-making processes encompassing the entire college.
This committee meets weekly.
Administrative Structure
The organizational structure of White Bear Community College supports the
mission and goals of the college. The college has an organizational chart in the resource
room that describes the relationships among the boards, the administration, the faculty,
and the staff. The Board of Directors has a policy manual on file in the library. The
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department heads all have the latest version of this policy manual and the procedure
manuals that they use to carry out their daily tasks. In addition, there are manuals such as
the course catalog, student handbook, and the teacher education student handbook that
are available to students in hard copy and on the college website.
Executive Officer o f the Board/College President. The President monitors all
programs administered by the college and heads the administrative structure. The
President may delegate to subordinate officers of the college such of his or her powers as
he or she may deem necessary to be exercised under his or her supervision and direction.
College Vice-President. The Vice-President assists the President in carrying out
institution policies and is responsible for supervising academic programs and
coordinating special projects and initiatives for the college.
College Comptroller. He or she is the Chief Financial Officer of the institution
with responsibility for all fiscal policies as well as supervisory responsibility for business
office staff. The Comptroller is under the direct supervision of the President.
Finances
An outside auditing firm annually audits the business affairs of the college. The
overall results of the audits have been excellent, with no negative findings and no
questioned costs. The Comptroller makes the annual audit report available to those who
request a copy. Copies are shared with the Board of Directors and the Board of Trustees.
Base funding for the college is derived from monies generated by student
enrollment through the Tribally Controlled College Assistance Act, which the institution
was instrumental in setting up in 1978. The college has obtained additional revenues for
special programs to better serve its tribal members, who are predominantly low income.
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Additional revenue is generated from tuition, United States Department of Education
( Title III) monies, United States Department o f Agriculture (Land Grant) monies, and the
Bureau of Indian Affairs (support for infrastructure) funding.
Physical Facilities
White Bear Community College’s physical plant consists of two campuses
located within two and one half miles of each other. The new campus is the primary
facility that supports effective teaching and learning. Located nearly a quarter mile from
the main highway in an attractive wooded area two and one half miles north of town, it
provides ample room for parking.
Going up the divided campus drive, one sees a two-story modern building with
two wings extending from a central commons area under a turtle shell-shaped skylight.
Parking lots extend down both sides of the campus drive with ample parking for 1,000 or
more people, although the facility was built for an enrollment of about 800. The site
comprises 123 acres and the building itself consists of 144,350 square feet. A unique
building, the new facility has state-of-the-art technology for students, staff, and faculty;
science labs; classrooms equipped with video/audio/computer technology; the
reservation’s only library; an archival collection of valuable tribal items; a gymnasium;
and an auditorium with a seating capacity of 1,000 people with a Fine Arts and
Technology Center. The entire facility is heated by geothermal energy as a basic part of
its heating/cooling design and incorporates sophisticated computer-controlled systems.
Altogether, the building provides 23 classrooms and 4 computer labs. Internet access is
readily available throughout the entire building, not only in classrooms, but also in
computers located in lounge areas for easy student access. The new campus has an IVN
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classroom, as well as classrooms with satellite up-link and down-link capabilities. A
recent addition has been the installation of wireless technology in selected areas. The
college has been successful in creating a finance package for its facilities from a number
of sources including the U.S. Department of Housing and Urban Development (HUD),
U.S. Department of Education (Title III), the American Indian College Fund, and an
endowment made available by the tribe from treaty revenues. In addition, the college is
building a wind turbine to provide supplemental power for the new facility.
Cedar Tree College - Case Study
Introduction
The information presented in Cedar Tree College’s case study was compiled from
an institutional self-study document and an application for Title III funding. Founded in
the early nineties, Cedar Tree College conferred its first two associate degrees two years
after its inception. At the time of this study, Cedar Tree College served 526 students,
79% of which were Native American, representing 12 different tribes. Cedar Tree
College was awarded candidacy status by the North Central Association of Colleges and
Schools (NCA) in 1996 and received accreditation in 1998. Cedar Tree College’s
primary service area is an Indian reservation located in the upper midwest. The
reservation is located in one of the poorest counties in the United States.
Cedar Tree College is a tribally controlled college that is chartered by a tribal
nation. The college serves its tribal members, other American Indian people in the
region, and non-Indian people in the surrounding communities. It is comprised of a main
campus with a second campus located in a nearby city. The college infuses American
Indian culture, knowledge, and language into its curriculum, in recognition of the needs
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o f Indian students, to preserve their tribal identities while preparing academically for
success in a multicultural society.
Cedar Tree College offers nine Associate of Arts and Associate of Science
degrees, four Associate of Applied Science degrees, and two certificate degree programs.
The “breadth requirements” consist of fine arts, humanities, social sciences, natural
science, and environmental studies. Students may fulfill their humanities or social
sciences requirement at Cedar Tree College by studying courses on tribal history or by
taking a course on Native American language (the Ojibwa language, in this case). With
the exception of the certificate programs, which have no breadth requirements, all degree
programs require that students complete a minimum of three credit hours in humanities,
social sciences, and natural science or environmental studies.
History
Chartered by its tribal government in the early nineties, Cedar Tree College is a
student-oriented, open enrollment, two-year institution committed to meeting the needs of
its tribal members, neighboring tribal communities, and surrounding non-Indian
residents. Cedar Tree College’s Board of Directors approved the college’s mission
statement in 1997.
In 1992, the tribal government recruited a tribal member, with a doctorate in
higher education administration, to found a college for its members and their neighbors.
The first day o f classes occurred in 1993. Four courses, Contemporary Social Problems.
Refresher English, Introduction to College English, and Cultural Geography, were
offered to 47 students. In 1993, an ordinance established Cedar Tree College as an
institution of higher education, primarily dedicated to serving its tribal members. The
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ordinance was amended in 1993, granting Cedar Tree College the power to confer
degrees and, in May 1995, Cedar Tree College conferred its first 14 degrees: 2 associate
degrees and 12 certificates.
In 1996, the tribal government attempted to gain administrative control over the
college; however, tribal members, using their constitutional power, initiated a revised
charter for Cedar Tree College, which reinforced and secured Cedar Tree College’s
existence. In 1996, the tribal government unanimously adopted the revised charter for
Cedar Tree College, which states that “[Cedar Tree College] of the .. . shall continue to
be a college . . . at the will of the tribal members.” Cedar Tree College, therefore, has a
unique authorization by a sovereign people to exist. It also has authoritative support by
its government to exist as outlined in its charter and adopted by the tribal legislature.
Cedar Tree College applied for candidacy status to the North Central Association
of Colleges and Schools (NCA) in 1995. A consultant-evaluator team visited the campus
in 1995 and detennined that the college met “general institutional requirements” and
demonstrated the potential to meet the criteria for accreditation. Cedar Tree College was
awarded candidacy status in February 1996. In December 1996, Cedar Tree College
undertook a comprehensive self-evaluation engaging campus-wide and community-wide
participation. A consultant-evaluator team visited Cedar Tree College again, in February
1998, and after review of the college’s self-study report, other documents, and the main
campus and auxiliary sites, Cedar Tree College was awarded initial accreditation in 1998.
In 2003, the college received 10-year accreditation from NCA.

102

S tu d e n ts

Cedar Tree College serves 500-530 students per year, the majority of whom are
degree-seeking students. The majority of Cedar Tree College’s student body is Native
American, non-traditional, female, and part-time. During the 1996-98 self-study process,
Cedar Tree College reconfirmed its mission and expanded its purpose to recognize its
growing service area, which by now included not only its tribal members, but also
surrounding non-Indian communities and two other tribal communities as well. A
significant number (60%-65%) of the college’s students receive some form of financial
aid. Demographic data for the student body are shown in Table 6.
Table 6. Cedar Tree College - Student Body Characteristics.

Students

#

%

Total number of students

526

100

Degree-seeking

453

86

Full-time

204

39

Female

403

77

Native American

413

79

Like other enervation communities, Cedar Tree College’s principt.l service area
meets the definition of a high-risk community by almost all leading social, economic, and
health indicators. The county in which it is located is one of the poorest counties in the
United States. In 2002, per capita income for the county was less than half the state and
national average, at $13,362 (U.S. Census Bureau, 2002) and 26% of this population is
recorded as living in poverty (Economic Research Service, 2004). These statistics are
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particularly significant when they are compared with adjacent counties. For example, an
adjacent county’s per capita income is nearly $20,000 and only 10% of its population
falls at or below the poverty line (Economic Research Service, 2004; U.S. Census
Bureau, 2002). It is evident that lower rates of income affect a tribal member’s ability to
participate in higher education at the same levels as people living in adjacent counties or
the U.S. population at large.
Currently, approximately 73% of the people living on the reservation, who are
aged 25 years and older, have completed high school; approximately 20% have gone on
to higher education, but only 7.6% have completed a bachelor’s degree or higher. Where
local educational options stop, so do the academic attainments of most of the tribal
members. With limited income, Cedar Tree College students, who are parents, cannot
afford to relocate off the reservation to pursue a baccalaureate degree.
Faculty
Cedar Tree College employs 14 full-time and 2 part-time permanent faculty
members and 36 adjunct faculty. The college’s rural location has made hiring qualified
personnel difficult. Educational attainment and faculty-student ratios for permanent and
adjunct faculty members are shown in Tables 7 and 8.
Student Services
The Dean of Student Services is responsible for providing leadership in all aspects
of student affairs policy and procedures, including student life and government, student
satisfaction, development, career counseling, job placement, and recruitment. The Dean
provides immediate oversight of registration, admissions, financial aid, student
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assessment, counseling, referral services, student government, and related services to
ensure that students receive professional, equitable service.
Table 7. Cedar Tree College - Characteristics of Permanent Faculty.

Permanent Faculty

#

%

Total permanent faculty

16

100

Ph.D.

4

25

Master’s

7

44

Native American

4

25

Female

6

38

Table 8. Cedar Tree College - Characteristics of Adjunct Faculty.

Adjunct Faculty

#

%

Total adjunct faculty

36

100

7

19

17

47

3

8

Ph.D. or J.D.
Master’s or equivalent hours
Native language licensure

Academic Strengths
The college has a clear mission, a purpose to which all of its diverse
constituencies have pledged their support. The college was founded to provide the
Native people o f the region with higher education opportunities, and this purpose has
never wavered. All are welcome at Cedar Tree College, a commitment stamped on to the
home page o f the college website and reinforced throughout college communications.
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Clarity of purpose allows the college to evaluate its progress against a clearly defined
standard, and also helps the college achieve its goals. A clearly defined mission helps the
college and the community to continually work on and improve the fit between the
environment and the people who join the institution, whether they are faculty, staff, or
students.
Cedar Tree College faculty are committed to teaching and student development.
Because the purpose of this tribal college focuses on academic and technical preparation
o f students from various cultural backgrounds, Cedar Tree College attracts faculty with a
primary commitment to teaching. Despite relatively low salaries and little likelihood of
recognition related to scholarly research, Cedar Tree College faculty members choose
positions here with teaching loads of 27 hours per year. Faculty members with the skills
and preparation to earn much higher salaries elsewhere choose Cedar Tree College
because they are committed to teaching first, but also to the tribe and to its needs. Values
related to service, community, and positive relationships lead faculty to spend much time
with students, assisting in their personal growth, as well as academic and professional
development. In student surveys, over 75% confirmed that faculty members were
available to meet with them. The NCA team that visited this site wrote that the
commitment o f the faculty to teaching was “readily apparent.”
There is a high rate of faculty-student interaction at Cedar Tree College. An
overall permanent and adjunct faculty-student ratio of 1:20 promotes good teaching and
frequent faculty-student interaction. Classes range in size from 12 to 25 students,
offering a level of individual attention unmatched at larger institutions. Research on
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retention in higher education has shown faculty-student interaction to be one of two key
features in reducing student dropout rates.
Cedar Tree College has a strong general education and technical curriculum.
Articulation agreements have been signed with public and private institutions in the state
to accept Cedar Tree College credits for general education and major requirements. This
validates the quality of courses at Cedar Tree College and facilitates success of students
at Cedar Tree College who transfer to baccalaureate institutions. Cedar Tree College has
an agreement with a major state institution to accept into their teacher certification
program students who complete the Associate of Arts in Education degree at Cedar Tree
College and meet minimum GPA requirements of the major state institution. One
hundred percent (100%) of the students who have applied to this program have met the
GPA requirement and graduated with a teaching credential or are still enrolled in the
program working toward a degree.
In surveys completed by Cedar Tree College for its NCA self-study, over 75% of
all groups surveyed responded that they could enthusiastically recommend Cedar Tree
College’s academic and technical programs. Local employers confirmed that students
who completed programs at Cedar Tree College were well-prepared for their job duties.
Positive Relationships
There are positive relationships among students, faculty, and staff at Cedar Tree
College. A positive working environment is one of the benefits Cedar Tree College can
and does offer to offset any lower economic benefits, and to attract and retain quality
faculty, staff, and students. Studies by the strategic planning team in preparation for both
the 1995 and 1998 “self-studies” identified a generally cooperative work environment as
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a college strength. College faculty are members of all major committees, ensuring a
taculty voice in decisions that affect the campus. Major programmatic changes must be
approved by either the Curriculum Committee or General Education Committee and then
by the faculty as a whole before being forwarded to the administration for approval. In
the faculty survey prior to initial accreditation, 90% of faculty members stated that they
had sufficient opportunity to make suggestions and improvements at Cedar Tree College.
Student Retention
Cedar Tree College retains more than double the national percentage of Native
American students returning to school in their sophomore year. Cedar Tree College
retains 49% o f its students returning to school after one year of college; nationally, only
21% of Native American college students are retained after their first year. This
accomplishment is due to a number of factors. Formal and informal student support
services are integrated throughout all aspects of the institution. The Student
Services/STAY and Veteran Upward Bound programs provide student support services.
Professional tutors are available 40 hours per week in the Adult Learning Center. With a
low student-faculty ratio, the opportunity for student interaction with faculty at Cedar
Tree College is much higher than the average undergraduate institution. Also, the
generally positive environment on campus and the location of the college within a tribal
community increases the opportunity for student-student interactions as well.
Fiscal Stability - Strengths
Cedar Tree College has demonstrated considerable strength in obtaining grant
funding for programs to serve under-prepared students. The college currently has a
Student Services grant, a National Science Foundation Curriculum Enhancement grant, a
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Health and Human Services grant to provide stipends to teachers in early childhood
education receiving their Associate of Arts degrees, and a grant for collaborating in the
provision of teacher education. Cedar Tree College is also a collaborator with a state
university in a grant to increase the number of credentialed teachers.
College enrollment on this campus has shown a steady upward trend for the 13
years o f the college’s existence. In keeping with the tribe’s philosophy of sustainable
growth, this has been an incremental process. A beneficial cycle exists where consistent
increases in enrollment enable the college to ensure stable employment for full-time
faculty, which enables the college to attract, and retain quality instructors, which in turn
attracts students.
The college has a positive working environment, as stated in the report of the
NCA self-study team; faculty members are involved in establishing financial priorities
and generally supportive of the allocation of resources. Although there is a necessity for
frugality and faculty members often scrape for funding for their programs, faculty
members recognize the needs of other departments and the college as a whole. Their
willingness to set priorities without focusing solely on self-interest, to work together on
fiscal matters in an open and committed manner, has been a key to the college’s ability to
balance budgets.
Planning Process
In addition to two dedicated committees, the Strategic Planning Committee and
the Facilities Planning Committee, Cedar Tree College involves several partners in
various planning processes in an effort to respond meaningfully to the needs of its
constituencies. Following is a sample list of those partners:
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1. Cedar Tree College - Board of Directors
2. Cedar Tree College - Full-time, Part-time, and Adjunct Faculty
3. Cedar Tree College - Students
4. Higher Education Leaders
5. Community Businesses and Industries
6. Service-Area School Districts
7. Consortia Partners
The college is utilizing a planning model that graphically represents nine major areas that
influence planning decisions at Cedar Tree College, showing the centrality of the
college’s mission to the planning process. Each segment, representing an area of
influence, plans for program changes and expansion based on a combination of internal
and external resources. Because Cedar Tree College is a tribal college, it uses a model of
planning consistent with its tribal culture and values. Applying these principles, the
college has effectively designed and established a flexible planning model that has
permitted the college to respond successfully to the needs of the institution and its
constituencies by efficiently sharing resources.
Cedar Tree College began with a single building. College staff have successfully
secured funding for construction from federal and private sources. Now the college has
new classrooms, a science laboratory, and a computer lab. Construction is now in
process on another set of classrooms and new faculty offices. The next planned addition
is a stand-alone library facility to be completed by September 2006. The Facilities
Planning Committee has completed designs with an architect and is now involved in
fundraising for the new building. Tribal funds supported one addition to the building.
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Cedar Tree College’s Facilities Master Plan illustrates the efficacy of the Cedar Tree
College planning model. Drawing on the institution’s available human resources,
including the President, representatives from Operations, Faculty, Academic Affairs,
Institutional Advancement, Institutional Systems Planning, the Board of Directors, and
Community Development, these human resources came together to form the Internal
Facilities Committee (IFC). The IFC was charged with planning and executing
development of Cedar Tree College’s extensive facilities on the main campus.
Institutional Structure
Governance
Cedar Tree College’s charter sets forth the powers for the Board of Directors.
Article IV, Section 4 invests the Board of Directors with the “full power and authority to
make, enforce, alter, amend, or repeal any policy for the good order of the College.” In
accordance with Tribal Ordinance 93-2 and the college’s charter, its governing Boa"d of
Directors must be enrolled tribal members who are confirmed and appointed to the
college’s Board by the tribal government. Article II of the charter delineates the officers,
qualifications for office, terms and conditions of the office, vacancies, oaths, and bonds
and violations for Cedar Tree College’s Board of Directors. All Cedar Tree College
board members are autonomous, qualified “public members” of the tribal community.
On October 4, 1993, the Board of Directors approved Cedar Tree College's
affiliation with the North Central Association of Colleges and Schools, Commission on
Institutions of Higher Education.
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Board o f Directors
Cedar Tree College’s charter outlines the composition, qualifications, duties, and
responsibilities of the Board of Directors and its Executive Committee for the college.
Each o f the seven-member Board of Directors is an enrolled tribal member and appointed
to a staggered seven-year term by the tribal government in accordance with the charter.
No member o f the Board of Directors may have any contractual conflict of interest with
the college. The Board of Directors, in accordance with its charter, has the power and
authority to make policy, manage the assets, and allocate all resources - human,
financial, and physical - to ensure the good order of the college, including the
appointment and evaluation of the President. It serves as the employer of the college and
is also the contractual agent for the college. Although the Board is empowered to
establish its own by-laws, it has not done so and thus operates by resolution and
precedent.
The Board of Directors meets monthly throughout the academic year to discharge
its duties and responsibilities, holding special meetings if the need arises. The regularly
scheduled meetings are announced each month to the college community, and everyone
has the opportunity to submit items for the meeting’s agenda. Each fall, the Chairperson
o f the Board (or his or her delegate, usually the college President) presents a “State of the
College” address to the tribal government, and at the end of each academic year (the first
Saturday in May), the Board of Directors holds an open public meeting to report the
college’s progress and disseminate Cedar Tree College’s Annual Report to the
community.
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In s titu tio n a l C o m m itte e s

The Board of Directors helps govern Cedar Tree College through six standing
committees: Curriculum Committee, Facilities Committee, Committee on Finance,
Endowment Committee, Committee on Planning, and Policy Committee. All o f these
committees have formal bylaws. Additional, less formalized committees augment the
standing committees; these less structured committees include the Faculty Committee,
the Faculty Assessment of Student Learning Committee, the Faculty Evaluation
Committee, and the Internal Facilities Committee. Other ad hoc committees such as the
Academic Review Committee, Grade Appeal Committee, and Grievance Committee are
composed of the Vice-President of Academic Affairs in conjunction with the Higher
Learning Commission.
In accordance with the college charter, the Board of Directors appoints
“administrative officers, including but not limited to, a President of the College and such
other administrative officers as necessary for the proper management of the College’s
affairs.” The President is annually reappointed by the Board of Directors.
Administrative Structure
C hief Executive Officer/College President. The President is the Chief Executive
Officer at the college and is held responsible for administering all policies adopted by the
Board. The President is charged with the general supervision of all the college’s
activities, including, but not limited to, budgeting; personnel administration; public and
community relations; institutional networking; partnerships and collaborations; and most
importantly, educational programming that supports and enhances student learning,
achievement, and development. To assist the President in fulfilling these duties and
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responsibilities, the President has an administrative team, who reports directly to him or
her on their assigned areas of responsibility.
Vice-President o f Academic Affairs. The Vice-President of Academic Affairs is
responsible for the overall activities of Academic Affairs, including budgeting, grants
management, articulation agreements, academic catalog, semester course scheduling,
academic curriculum and certificate/program design, implementation, management, and
evaluation. In addition to oversight of and supervisory responsibilities for the Student
Services Office and Auxiliary Sites, the Vice-President of Academic Affairs selects,
hires, supervises, and evaluates all faculty, both full-time and adjunct. Faculty policies
are consistent with the college’s mission. The faculty promotion policy reinforces the
primacy o f teaching students to succeed in a multicultural world. Teachers are rewarded
for teaching performance, service to students, and integration of culturally appropriate
teaching methods, knowledge, activities, and assessments.
Vice-President o f Operations/Chief Financial Officer. The Vice-President of
Operations and Chief Financial Officer (CFO) is responsible for the efficient operation of
administrative services of the college and the accounting of its fiscal resources to ensure
they are used to carry out the college’s mission. In conjunction with the administrative
team and the President, the CFO works to enhance (a) the college’s service to its students
and the surrounding community, (b) its reputation, and (c) its sustainability in the area of
sound fiscal practices. The CFO maintains an efficient system of accounting with an
adequate system of internal control for the college concerning the operation of its tribal,
state, federal, and foundation grants, contracts, and/or programs. The Chief Financial
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Officer also supervises the Business Office personnel, Human Resources department,
Bookstore personnel, and Maintenance department and oversees campus facilities.
Physical Facilities
Cedar Tree College has added to its main building in recent years. These
additions have included classrooms, computer labs, library space, distance education
rooms, and community event space. This has created an existing campus that is
attractive, accessible, and safe, a pleasant environment for students, faculty, staff, and the
surrounding community. Cedar Tree College has four general-purpose classrooms with a
seating capacity of over 25 students, two general-purpose classrooms with a seating
capacity o f 22 students, one general-purpose classroom with a seating capacity of 20, and
one general-purpose classroom with a seating capacity of 15. In addition to the
general-purpose classrooms, the main campus has two computer labs, one with a seating
capacity o f 20 and one with a seating capacity of 16. Also, a general science lab will seat
16 students. With the exception of computer science, general science, pre-college, and
tribal language courses, all Cedar Tree College courses have enrollment caps set at 25
students. All existing general-purpose classrooms are adequately equipped with
sufficient tables and chairs, black or white boards, overhead or document projectors,
network connections, and TV/VCRs. In addition to the equipment listed for
general-purpose classrooms, the instructional computer labs are provisioned with
peripheral equipment such as printers and scanners and Smart Board. The college also
houses two institutes that are dedicated to promoting, perpetuating and nurturing its tribal
cultural values.
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F a c ilitie s M a s te r P la n

Facilities planning is a continuous process at Cedar Tree College. In the five-year
period since its last evaluation, Cedar Tree College has added an addition to one building
in 1999, another building in 2000, and a third building in 2002. It has also remodeled
existing space to move its library onto the main campus, to provide a central location for
the Student Services Department and related activities such as peer-tutoring and to
provide a bookstore, to accommodate a computer operations room, to add a suite of
offices for the President’s staff, and to centralize faculty offices. Unlike other public
institutions in the region, Cedar Tree College does not enjoy the benefits of direct tax
funding and therefore relies upon aggressive grant-writing and development programs to
fund its physical growth. Planned and achieved milestones are summarized below.
2002-2004
1. USDA/Rural Development grants allowed the extension of on-campus sewer
and water laterals, expanded parking space, storm water management,
sidewalks, lighting, signage, and landscaping.
2. A U.S. Department of Housing and Urban Development (HUD) grant funded
the building of a 4,000 square foot campus commons.
3. USDA/Rural Development funded a 1,500 square foot addition to one
building that will address egress and safety issues.
4. USDA/Rural Development funded a Pre-Apprenticeship Carpentry Facility
including shop area, classrooms, and storage.
5. Funded and in process is a 10,000 square foot addition to a building to house
three additional classrooms on the ground floor and two up-to-date science
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labs and related workspace on the second. The lower level will contain
faculty offices.
2005-2007
1. Cedar Tree College’s first priority among new projects is a 30,000 square foot
library building that can accommodate the growth necessary to support its
academic programming and successfully serve its constituencies.
2. Additional funding resources are being sought to finish the one building’s
1,864 square foot lower level, adding a language lab, classrooms, and office
space. This project will also add a 1,400 square foot area that will include
office space, an enclosed stairwell, foyer, and elevator.
3. Additional campus work will include construction of a recreational walking
trail and an orchard/edible landscape demonstration project.
4. Other plans include the construction of additional classrooms and an
educational greenhouse as well as campus landscaping.
Assessment o f Student Learning (ASL) Plan
Cedar Tree College has made considerable progress on the implementation of a
1997-2002 Assessment of Student Learning (ASL) Plan (formerly the Academic
Assessment). Using the conceptual framework advanced in the 1997-2002 Assessment
of Student Learning Plan, the Coordinator of the Assessment of Student Learning has
worked extensively with the Assessment of Student Learning Committee, the
Vice-President o f Academic Affairs, and the facul

*o lay out a timeline for the next five

years o f activity. This timeline includes all Higher Learning Commission-North Central
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Association levels of implementation but focuses on program evaluation and institutional
effectiveness.
Future Goals fo r the Institution
2000-2010 Strategic Plan
The Higher Learning Commission-North Central Association recommended in its
1998 award o f initial accreditation that the college develop and submit a Strategic Plan
that included “comprehensive projections of enrollment and finances . . . [as well as] a
process for on-going planning.” It further required that the plan cover “at least the next
five years,” designate “clear lines of responsibility for the goals identified, as well as
dates by which goals will be completed,” and establish an explicit “system for monitoring
the accomplishment of the goals of the plan.” Cedar Tree College contracted with an
expert in strategic planning to assist the college in developing its Strategic Plan. The
expert worked with the Board, administration, staff, and faculty to develop eight goals for
the institution. As required, the College submitted its 2000-2005 Strategic Plan in March
2000 and it was approved by the Higher Learning Commission-North Central
Association. Some problems that the college is having with inadequate data and
reporting are inherent in the plan itself; while goals and tasks were numbered, they were
neither implicitly, logically connected nor explicitly, institutionally prioritized and no
formal method existed to review these tasks for completion. To remedy the situation, the
President o f Cedar Tree College has now charged the Planning Committee, a standing
board committee, with oversight on the Strategic Plan and the mandate to expand this
plan at least through the year 2010. An essential part of meeting the goals of the
Strategic Plan is to provide the institution with data for monitoring demographics,
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performance, and trends to evaluate its effectiveness in meeting current needs and
preparing for future demands on the institution.
Cedar Tree College is developing a comprehensive institutional-level planning
process to ensure that it can meet anticipated and unanticipated future challenges. Each
department has been encouraged to develop short- and long-term planning documents
that are consistent with the institution’s overall short- and long-term goals and objectives.
There is a need to provide data to the departments to develop these documents.
According to the institution’s Title III proposal, Cedar Tree College’s overall goal
is to create an organization and structure that will assure the effective operation of the
college. To accomplish this goal, Cedar Tree College has three objectives:
1. Revise current operational systems including personnel, finances, facilities,
and management information systems to include regular performance
assessment with objective indicators. Cedar Tree College plans to create an
Institutional Research and Development Department to address this objective.
2. Review and revise the current organization structure of Cedar Tree College.
This is already in process. Addition of an Institutional Research and
Development Depaitment and an Education Department are two tasks which
will address this objective.
3. Revise procedures for communication and networking across the campus,
between the main campus and the satellite center, and among administrators,
staff, and faculty.
The college has already made organizational changes that will significantly affect
its ability to carry out this goal of assuring effective operation of the college. Cedar Tree
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College has restructured the institution and moved five “divisions” - Academic
Programs, Student Services, Auxiliary Sites, Education Outreach, and Information
Technology - under a single directorship, the Vice-President of Academic Affairs. The
Institutional Research and Development Department, mentioned previously in Objective
1, will be chaired by the Vice-President of Academic Affairs. Another goal is to review
and revise the academic full-time equivalent (FTE) programs to provide all students with
quality educational programming. This goal has 4 objectives and 20 tasks. Many of the
tasks within this goal are long-term, ongoing activities (e.g., collecting and analyzing
data) that have begun in the current year and will extend to the year 2010 of the Strategic
Plan. Finally, in five years, the college plans to establish a four-year education degree.
Themes
This section identifies, analyzes, and discusses eight themes that emerged from
the interviews:
Theme One: Need
Theme Two: Leadership
Theme Three: Tribal Members as College Presidents
Theme Four: Community Support
Theme Five: Qualified Individuals
Theme Six: Culture
Theme Seven: Barriers and Obstacles
Theme Eight: Impact on Community
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This study identifies eight major themes through in-depth interviews and review
and analyses o f participating colleges’ self-studies, websites, and catalogs. The themes
are discussed in relation to each college in this study in the following paragraphs.
White Bear Community College
Theme One: Need
The interviews from White Bear Community College revealed a negative attitude
toward the mainstream higher education system that prompted tribal members to start
their own college.
Once you left the reservation it was like the door closed .. . and you came back
and the door opened and all the stuff that you learned back there . . . it opened
doors for you, but it really wasn’t totally relevant education because you came
back into the community and you were dealing with things like poverty that they
didn’t tell you about and you were dealing with all these . . .
Another person said,
I remember taking the economics course and it was like a foreign language
because these were all concepts that were in white men’s world, but were not in
our world on the reservation. We had no business. We didn’t aspire to own
businesses. We didn’t have banks. We didn’t . . . we still don’t, of course, but at
lea st.. .
The lack of access to higher education was another reason why White Bear
Community College was founded. “I know the access wasn’t there for one thing,” said
one board member referring to higher education. Another commented, “I think one of the
advantages [of having a college on the reservation] . . . access, of course, you know,
there’s been . . . access that wasn’t there before, you know, when . . . ”
The need for educated tribal members was the third reason White Bear
Community College was founded.
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We needed to put people in key positions on the reservation and we couldn’t, in
the system we had, we didn’t have educated people. We had, at that time,
probably five or six tribal members with college degrees who were living on the
reservation. The jobs that were available to the professionals were filled by
non-Indians because we didn’t qualify for them. So we knew that we needed
people in our community who were educated, but we didn’t want them to go off
and get an education and then come back and try to impose that system on us.
What we wanted was to educate our own people so that we could preserve and
promote our own culture and heritage and that was one of the very founding . . .
statements within our mission.
Another person argued the reason the reservation needed educated tribal members
this way:
You keep the people down and don’t let them get an education “cause they could
get ahead o f you,” and this . . . the people were moving out of this little box that
they had created back on the reservation . .. and these other people had aspired to
control those boxes and all of a sudden we were creating new boxes and they had
no control.
Theme Two: Leadership
In their infancy, tribal colleges faced many challenges and overcame many
barriers and obstacles on their road to stability. This could not have happened without
strong leaders. Evidence, discovered in the study, revealed that without strong, visionary
leadership the two tribal colleges that participated in this study would not have survived
their infancy. The theme of Leadership is illustrated in testimony by founding members,
college board members, and college documents. The early leaders in the college
demonstrated a tenacity and commitment to “the cause.”
White Bear Community College interviewees recalled the individuals who
founded the college. One person stated,
. . . those are the people, I think, that were really dedicated and committed to a
dream, to a vision and they just followed . . . it just seemed like they followed
their dreams, followed their vision and put a lot of hard work into it. All these
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people I just mentioned, you know, they believed . . . they had to believe that
education was important to our people, very important to our people.
The same person reiterated, “They had a vision; they had a dream and they just followed
it with their dedication and their commitment.” One of the original founders recalled,
We envisioned an institution that became a community college because we liked
that concept of an institution of higher education actually dealing with the
community where you lived, and we often knew that it couldn’t be just another
college because the colleges as we knew them were not training our people
adequately for . ..
She went on to say,
. . . we surveyed to see if we had people who were interested . . . because we felt
that they were interested, th a t. . . we did the survey and there were about 90
people who sent back the survey saying, “If there were classes, I would take
them.” So when the classes actually started, I think there were about 65 who
enrolled. Would that b e ,. . . almost two thirds of those who said they were going
to enroll actually did, but, we had no facilities . . . in the very beginning, when . . .
we were looking for a way to teach classes. We said, “Let’s try it ourselves . . .
let’s do it. Let’s, you know, do something.”. .. We went to [a nearby college] and
they were 30 miles away and they just bring some people in to teach some courses
for . . . and . . . the problem was we were borrowing buildings.
Once White Bear Community College was founded, strong leaders were needed
to get started and keep it going. What follows are some very interesting stories that attest
to why the founding of tribal colleges was unique.
So what we did is we organized a state Indian organization made up of people
who were in student support services at college campuses and that Talent Search
conference and we were working on the reservation and we identified as movers
and shakers on the reservation.. . . and then we just organized into a big
state-wide committee and we held meetings . . . in fact, the North Dakota Indian
Education Association conferences today came out of those meetings back in the
early ‘70s . . . with Navajo blazing the trail, I think th a t. . . we just sort of began
to pursue the idea of a college and there were things like . . . the Volunteer
program was bringing people from the university here to teach classes, but what
we were finding was there was some people, like Minot State, would come and
teach a class; UND would come and teach a class; NDSU would come and teach a
class; University of Mary would come and teach a class. They’d all teach English
101. The same people would enroll.
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. . . one of the really exciting things about that time, the work with tribal
colleges, was there was a whole group of young people that were corning out of
almost the American Indian movement, who were saying, “You’re damn right I’m
an Indian, but I can do it.” You know, and sc this group was coming through
college, they were coming through the college of the universities and about the
time the college .. . tribal colleges were starting, these guys were getting degrees
and it just came into a happy marriage.
A year after the college was started, [Steve] came into the picture from Mary
College. . . . He had gone to Mayville, then he went to the university and had a
master’s degree. I think the college had been in operation about a year and he
came in and [Steve] was a hustler. There was a vacant building on Main Street.
There had been . . . the college had been moved from the old . . . basement of the
old hospital to the upstairs of an abandoned convent and there was an old
mainstream building on Main Street in .. . went over to the tribe with a couple of
other people and asked if the college could occupy that building and they said,
“No,” that they had plans for it; but it was sitting there vacant so they went over
with a pincher and they cut the padlock off the front and went in . . . and that’s
how the college got on Main S treet. . . up until 1999.
I mean nobody was being paid to do this, but we just sort of pitched in and we
went, we took i t . .. we jumped in our cars and, you know, there was no mileage,
there was no gas money or whatever, we just jumped in our car and went over to
. . . and we worked out a deal to set up some courses.
In the process, we were still having these meetings on the state level and 1
was meeting on a regional level, with TRIO programs. I met a guy by the name
o f .. . and they were doing the same thing at [a town] that we were trying to do
. . . and to make a long story short, a couple of us ended up . . . at a National
Indian Education Association meeting and there we were to ld ,.. . that there was
going to be an organization formed at the .. . meeting and it was going to be an
organization with tribes who wanted to form tribal colleges and if I was
interested, I better show up. . . . and, you know, we had no problem with this and
so I called my boss and I said, “Can I go to [this meeting]?,” and he said, “No.”
So, I got my paycheck and I spent my paycheck and I went.
I followed . . . told me that they were . .. they held a secret meeting and
they put four colleges into the mix and it was [not ours] . . . and so I went to . ..
and said, “Who in the hell do you think you are?” I said, “[My college] is
spending enough already and we’re offering courses now,” and they said, “Do
you have a proposal?,” and I said, “Yes, we do,” and they said, “Well, show up
and see . . . in two weeks, we’ll see your proposal and you’re in.”. . . and so that’s
how we got in, we came in with the . . . into AIHEC. I had never written a
proposal, but just the natural thought flow . . . the proposal that came out of that
and we had told . . . [another tribal college] to show up in three weeks and they
did and the six of us got into a joint proposal program which was later funded at
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the AIHEC Central Office and we each received individual funding through Title
III, a Higher Ed Act.
. . . we had to have a university, an accredited university, and so we went
to [this university]. I went to a meeting at the State Board of Higher Ed to ask
their permission for us to work with their . . . with th e ir. . . with the U . . . and this
was probably . . . it was in the basement of the Holiday Inn. It was about
midnight, the State Board of Higher Ed was having a meeting in the Little Room
and they asked i f . . . would [we] be willing to give up the idea of a college on the
reservation and would they [we] be interested in taking over a state university, a
state campus and I was with . . . and we were, we were presenting to the state
board ,. . . and we said, “No.” We said, “We don’t . . . we’re not interested in a
state university campus. What we want is access. We want a college on our
reservation. A college that’ll work for our tribe because we had things that we
wanted to do with this college,” and they said, “Well, the state . . . will not let us
start another college.” .. . but there was a guy by the name o f . .. who was the
chair of the State Board of Higher Ed, then, and there was a guy by the name of
. . . and these two guys were . .. became real advocates for us and what they said
was, “The State Registrars, they said, ‘No more colleges,’ but they didn’t say we
couldn’t start Learning Centers” and out of that came the idea of the .. .
Enrichmem Center and that was an affiliate status with . .. and so that was, I
guess, the blessing [we] got from the university system.
The transcription of the preceding interviews is a very good description of some
of the barriers and obstacles fhe founders of tribal colleges had to overcome. It also
speaks to their determination, vision, persistence, and creativity that enabled them to
persevere.
Several of the college founders either serve on the board or work in current
administration. This long-term commitment to the college is another reason why White
Bear Community College is now a successful institution of higher education. Rarely
does a person, when faced with constant, seemingly insurmountable barriers, remain in
his or her position long. This long-term commitment was noted by one of the
interviewees in several statements he made:
I think our group of young people that had pushed for it and had a vision are the
ones that succeeded that had . . . they came back from . . . we had a few come
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back as instructors, administrators . . . start being administrative right away from
our own people. . .. They made their mistakes . . . got better all along.
W e’ve . . . we’ve . . . we were very fortunate. We’ve only had two different
Presidents . . . and both of them were members of our college arid I think having
them as . . . a vision of the future for their own people. T h a t. . . that’s what made
it successful and they were both . . . they were very determined and hard working.
Referring to the same individuals, this interviewee said,
I credit our administration for having visions for us and how they . . . how much
work was put into it to acquire the money and going out and hustle the money to
have it put up and whereas in . .. our make-shift rooms, we had one room was
chemistry room. Now we have four chemistry labs and we . . . business office,
the business department was in one little room and we have four business offices,
our business instruction offices.
The leaders who started White Bear Community College had the foresight to
anticipate the role tribal politics would likely play in the day-to-day operation of the
college. One of the founders recalls some advice a Lakota tribal member from South
Dakota had given regarding starting a college: “One thing [your reservation] should think
about is how do you protect yourself from that kind of politics, because politics can be
c ru e l,. . . ”
. . . and in his conversation he talked about a two board tier, with a Board of
Trustees appointed by the Tribal Council with the Tribal Council being on that
Board and that being the umbrella for this organization, the buffer between the
Tribal Council and the college and this was the Board of Trustees selecting that
Board o f Directors, who would then be the policymakers. We established the
college that way. That was the very first board structure and it’s still in existence,
right now.
Theme Three: Tribal Members as College Presidents
Having a college president who is also an enrolled member of the tribe was
extremely important, according to the responses of the interviewees. Their responses are
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profound, containing valuable insight and wisdom, but most importantly they come from
the heart. Therefore, they will be reproduced almost 100% verbatim.
If there’s somebody on the outside, they’re more apt to look at it as a job. . . . just
a job, you know, and . . . I’m not going to say 9 to 5, b u t. . . I think they’d
probably .. . have that attitude. It’s . . . and I think it’s to our people like . . . it
was more than just a job. . . . and that’s what makes the difference between an
enrolled member and a non-enrolled member. I would . . . I would say that, yeah.
Johnny come lately, you know, and, a h ,. . . they . .. they only want to come back
if they < ' get something from the system, you know, those . . . there’s kind of
that attiu.„e versus a person who was born and raised on the reservation. I think
when they’re born and raised on the reservation, you’ve pretty much experienced
a lot of the same things that the people around you . . . so it gives you a broader
understanding. .. .Whereas, I think if you’re coming in from the outside, um . . .
you have probably a good heart, you know, sometimes that’s really important,
but, u m ,. . . if you . . . but you get that little edge when you know what you are
dealing with. .. . you’re dealing with a person that you know inside, but they
often don’t tell you about, don’t reveal some of the . . . a person born and raised
on the reservation doesn’t have to have somebody tell them, you know, that the
spark is there; they know what’s on the inside.
They could speak the same language, like, the Tribal Council, they could go down
to them and explain to them some of the things that were going to go on and it
was easier to .. . for them to speak to community members. I think, having lived
on the reservation, you’re unique in your way. We have our own cultural ways,
our own education quarks and I think that plays a big part o f this; whereas, if they
were raised away, personally in the urban setting, they bring back all their urban
ways that wouldn’t be good for our people. . . .
Their feeling is not there. You’re . . . I don’t think the feeling is there that
we’re . . . they want to see our own people as successful. As where ours, they . . .
they come back to the . . . they’re above us and that isn’t always good.
Theme Four: Community Support
Community support was important in helping establish the college and it
continues to be important to help the college survive, as illustrated in this commentary by
one person:
The community as a whole has always looked at, you know ,. . . “don’t touch the
college,” . . . you know, and politicians, you know, don’t touch the college.
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. . . some councilmen . .. came into one of our meetings and wanted to
muscle their way into our meeting to get what they wanted done. They weren’t
allowed to do that so what they said was they decided they were going to take
over governments at the college and, of course, one of the things they looked at
was we got money in our account, that we don’t touch, because it’s in . .. it’s one
o f our foundation money that we use, we keep for the development of the college,
we have to keep so much in our account for that. . . . and they see that and so and
they’re going to take over.
They contacted an attorney to see how quickly they could take over the
college and that got to us so that we maybe could call for a press conference and
met with all the councilmen and had the people come in and we went over it and
the resu lt. . . not many, not one of those people got back into office, not one. The
election came three months later and none of them got in because they interfered
with the college .. .
One interviewee was asked about the impact of tribal politics on the college and
responded,
Well, it all depends on the year and who was in, you know, ‘cause we certainly
had years that were tough . . . ah, you know, if there was animosity between the
Tribal Council or Chair and [the college President] . . . you know, but I think [the
President] was very gracious and professional to continue even under very
strained circumstances, at times.
.. . and, we have a lot of community support, again, from the very
beginning, so, I really feel that protects us, like me. I’ll put my own Mom, she’s
74 years old. She’s never been to the college to take a class. She would be very
upset if the Tribal Council tried to make some changes out here and get the Board
or, you k n o w ,. . . because she sees the college as being successful. . . I think
that’s that community support that has protected us from, at times, where there
could have been problems with the tribal government or politics.
I would say the majority of the community supports the college, the
majority of the people. Yeah.
Theme Five: Qualified Individuals
In the case of White Bear Community College, the theme, Qualified Individuals,
refers to those who work at the college and those individuals whose qualifications were
raised by attending White Bear Community College. One interviewee talked about the
need for people to understand the politics, culture, and other issues that a person faces
when working for the tribal college.
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For one thing, a tribal member is . . . your tribal membership will identify with
that person. They w ill.. . that person will be sensitive to the culture . . . to the
cultural issues that are faced by your tribe.
But I think it you hire a tribal member who’s raised on the reservation,
you get both. You get the respect that goes to that person because it’s a role
model in this community; it’s a person who has done something to get into a
position of leadership and it’s probably someone who can .. . urn, where you can
actually see the . . . reap the benefits of who . ..
In other words, you may not get the understanding of the culture or of the
people or whatever because that’s j u s t .. . that person isn’t raised in the school
and on the reservation, having attended the school with the people, having seen
the system, experienced the system, and whatever; it’s more like window
dressing, you just have a tribal member there. So I think i t . . . you’ve got a . . .
you know, if you want something . . . if you wanted something to rate, I think it’s
always . . . it’s always good to try to find . . . find both.
In regard to the number of persons whose qualifications improve by attending
White Bear Community College, one interviewee had this to say:
. .. and we have like in the neighborhood of 67 doctors,. . . they’re medical
doctors. Sixty-seven that’s enrolled trib e .. . . Many of the people who are now in
leadership roles around here have gone through those doors at the college. Many
of our teachers . . ., we had a four-year teaching program now and in a few years
now, they are going to be the leaders . . .
. . . when the college began there were five or six members living here
who had college degrees. There were others who had degrees, but they didn’t see
themselves on the reservation. U m ,. .. today we probably have 400 people living
on the reservation with college degrees.
Theme Six: Culture
The evidence shows that the determination of tribal colleges to integrate their
tribe’s culture in all aspects of the college curriculum has been instrumental in building
self-esteem in students and tribal members. This has led to support of the college and
success in the classroom. Tribal colleges have been able to provide a non-threatening
learning environment to their students because of the emphasis on tribal culture. For the
first time since immigrants landed on American shores and Indians ended up on
reservations, Native Americans could go to an institution of higher learning and not
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worry about racism, and prejudice, or fitting in. One person stated, “College never did
have that in mind, to assimilate, what they were looking to is . . . teaching us who we are,
who we really are, with the culture.” She went on to say, “I think the college is
responsible for keeping our culture alive and it’s alive today, more so because of the
college. Because they . . . they . . . they teach it and they live it.” Another interviewee
made a very similar comment regarding culture:
I think the culture makes it a stronger college. . . . [Bjecause it instills in us . . . in
the guts of the students that you are as good as anybody. You are as smart as
anybody. You have just as much potential as anyone and we . . . and I think we
try to instill that in our students here . . . is that you are as good as anyone. You
are as smart as anyone.
An older person, who attended some Bureau of Indian Affairs schools, had this to
say about the college emphasis on preserving the culture:
It was very important for me, as an Indian person, to understand the Indian part of
who I am. . . . and I’ve had people say, “Well, you know, you’re French and
you’re this and you’re that, as well.” Well, yes, that may be true, but with all the
mixed blood history, I need to understand my Indian connections, my tree,
Chippewa blood.
This person then added, “[It] brings an awareness that the reason we’re here and . . . have
this institution is because we’re Ojibwa people.”
When asked if the teaching of the tribe’s culture is important to the success of the
college, one person replied,
I think it’s very important. In my own . . . it seems in my own way, we know
where we came from and where we’re going. We didn’t know who we really
were before. We were Anglos really and encouraged to be Anglos in our own
way and then Indian skin.
The tribal members who were interviewed were all grateful to the tri1
for restoring and preserving their culture.
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college

I think that culture plays a big p a rt. . . this is my opinion, again, I think our
culture would be dead if it wasn’t for the college. I think we’d have lost
everything, I mean . . . and you asked the question about all these institutions . . .
entities that came in, you know, the church, the IHS [Indian Health Service], the
BIA [Bureau of Indian Affairs] and they all seem like, they all had this attitude
th a t. . . they were . . . and I think that the word is . . . is to change us and . . . I . . .
I’m looking for the word .. . assimilate.
We wanted to preserve and promote the culture and heritage of our tribe.
It was a way for us to recapture some of the things we had lost and to preserve the
things we still have.
One individual described the college’s impact on the restoration of the tribe’s
culture this way:
I think much of the culture was starting to dwindle. I think with the startup of the
college, of course, people are more aware of our culture. They are taking more of
an active interest in the culture and if you were to go to . . . around the doors of
the community college, you’ll see everything there is about our culture.
The individual proudly exclaimed,
You know, we now have our own dictionary, and we do have instructors that
teach our language, the language that, as far as I’m concerned, was lost and can be
relived now . . . culture is coming back a lo t,. . . that’s one of our missions and
goals is to bring back the culture.
One individual noted there has been a strong return to the tribe’s cultural and
spiritual beliefs; people were “floating around aimlessly, you know, those people are now
all practicing their own cultural ways.” The same person went on to say, “The Creator is
alive and doing well in the [reservation] and I think that was one of the hopes and dreams
of the early founders, you know, that the culture would be strong. The people would live
good lives.” Another person noted, “How beautiful it is to have prayer led at a meeting, a
meeting being led with prayer in our own language.”
Culture survives only if it is passed on to the children. According to one person,
this is happening at White Bear Community College. “The young people are starting to
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see how important it is for our leadership to be leading in a proper manner, and they’re
starting it more, learning our history, caring about our treaties and what went on before,”
he stated.
Theme Seven: Barriers and Obstacles
The colleges faced formidable barriers and obstacles in their fight for survival.
Basic needs, such as facilities to house the colleges and funding to buy essentials such as
books, were not available. They had to overcome the apathy that existed at the time.
They had to fight to get recognition for the quality of their academic programs and, at one
time or another, all tribal colleges have to face their worst enemy, tribal politics.
I don’t believe the college has been successful for any specific person; I think,
again, it was that community need, support, and good administrators and so they
could work together and pool together and I still think that’s what we have in . . .
w e’ve been very fortunate to have that stability of the two Boards, that’s been
very helpful.
Poor Facilities
At White Bear Community College, more than one person recalled the college
being located in an old dilapidated building or some other makeshift facility. “I
remember being . . . at one time they had it housed in the old hospital. . . ” One
interviewee was asked how it felt to attend classes in facilities of such poor quality. This
person simply responded, “It was convenient.. . very convenient to go to classes there.”
When this same person was asked if she would have taken classes if White Bear
Community College had not been established on the reservation, this person replied,
“Probably not.”
Facilities, or the lack of adequate facilities, hindered, but did not prevent, White
Bear Community College from offering classes. In the beginning, the administrators of
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White Bear Community College set up classes wherever they could. A board member
recalled,
. . . we didn’t have a building and we were put in every makeshift place that they
could find on the reservation. At one instance, we were put in an old building
where when you went in and you were knee deep in water. The furniture was
falling . . . the pictures were falling down and . .. but they just overcame it, until
one . . . as luck would have i t . . . we had the CAP program, that had a library
funded, and they weren’t keeping it up and the library, they . .. they didn’t ask the
college. The college just went in there and said they would run the library and
they just go over to the building and that’s where the big part really started.
The same board member was asked how the students reacted to receiving classes in such
run-down places; they responded, “We were grateful.”
Funding
A significant barrier, White Bear Community College faced concerns of getting
financial aid for its students. To fully understand this problem, you have to remember
that many Indian families live in poverty and most Indians do not receive regular
physicals. So, when the requirement came that every student receiving financial aid had
to have an up-to-date physical, and they had to have this physical before receiving their
financial aid or lose their aid for the upcoming semester (only a few days away from
starting), it appeared to be an impossible task to complete the physicals on time.
The students needed the financial aid for their tuition or they could not attend
school; they simply could not afford it. They needed the physicals to receive their
financial aid, period, no negotiations or compromises allowed. The following story
illustrates how this simple requirement, simple in most communities off the reservation,
became a major hurdle to overcome on the reservation.
Every one of your students have to have this physical examination before they can
be getting financial aid with the . . .; IHS was giving six . . . six physical exams a
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week and we had to schedule them in advance. I mean . . . to even . . . i t . . . start
would have taken us another month, and it was, like, school was ready to start.
We said, “Okay, we’ll do that.”
The administration did manage to meet the IHS deadline by being creative. It is
interesting to note in this story how the person responding, a member of the local tribe,
finds it amusing that a physical is needed to go to school. The person telling the story
sees no connection between the need for physical fitness, receiving financial aid, and the
pursuit of an education. So, at the time of this story, a mere 30 years ago, culture and/or
living conditions on the reservations were still a barrier for Indian students trying to get
an education.
Apathy
Lack of expectation was a barrier that had to be overcome. Most tribal members
did not think it remotely possible to establish a college on the reservation. In response to
one follow-up question by this researcher, “Were you surprised when you first heard that
there was a college on the reservation?,” one individual replied, “I was surprised that, you
know, we had a college when I first was aware of it, that we had classes that were offered
right on the reservation; I was surprised at that.” When asked why he was surprised, he
said, “Because I, you know, I didn’t nev er. . . like, it was never .. . existed here before.
It never existed here before. We never had a college, you know, that existed in our
community.” He went on to say he did not think it was possible to have a college on the
reservation. “I always thought it was . . . college was a . . . where you went, you know,
you went off to be . . . off the . . . off the reservation. You had to go get an education off
the reservation.”
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Sometimes it was hard to get the vision or mission of the college across to faculty
members themselves:
It was difficult to really transfer that early vision and dreams to a non-Indian
faculty member who was coming in, who may have had the right attitude in
wanting to get the students the best education possible, but in those early years,
we didn’t have the real w rit. . . the real marriage between the spiritual leaders, the
cultural leaders, and the faculty. . . . and . . . we don’t have it with everybody,
now.
Quality o f Academic Programs
Academics are the heart of any college, but for tribal colleges, having their
constituents was a major barrier to overcome. One respondent said, “I think there was
. . . this . . . attitude . . . it was that, you know, we weren’t, you know, as up to snuff as
the other colleges, yeah.” Another person remembered White Bear Community College
being accused of being “. .. easier than other schools, because it seems that some of the
people that were going to school here were getting . . . very good grades.”
When asked, “How did the community react to you guys [the college]?,” one
person stated,
We split the community. We split them right down the middle. There were
people who . . . who said we were a “Mickey Mouse” college, that there was no
quality in the college, that they was going to send their kids to real colleges, and,
lo and behold, they would send their kids to real colleges and they’d come back to
us and you know, they .. . they would . ..
Tribal Politics
Tribal politics sometimes worked in favor of White Bear Community College and
sometimes it worked against the college. In the following story, the tribe’s elementary
and secondary school system took a negative view of the college. In this particular story,
the results o f the dissent could have been disastrous for the college if there had not been a
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strong following of people supporting the college and a strong leader advocating for the
college.
One time this . . . a group of people from the school system, headed up by one of
our tribal members, called this community meeting .. . and I heard about it
through the grapevine, so I went to it and I sat th ere.. .. and what the purpose of
the meeting was was to convey to the Tribal Council that they shouldn’t be
working with the college because what the college was trying to do was to take
. . . divert money from education over to the college and they didn’t have enough
money to do what they had to do . . . he said that what we were going to venture
. . . it was trying to create jobs for ourselves at the expense of the school system,
and I raised my hand in the back of the room and I said, “Sir.” I said, “The jobs
we are trying to create you don’t qualify for.”
Politics is a reality of life on the reservations. If you work there, you will have to
deal with it sooner or later. White Bear Community College was no exception. Two
individuals took the position of viewing tribal politics as positive instead of negative.
The first stated,
I think the positive . .. um . . . tribal politics has kept from our place. It made us
look at our mission, it’s made us live by our mission, and I think i t . . . it’s given
us an opportunity to reach out to the people, to tell them what they’re about
because when you . .. there are political issues, we are able to address those
issues in a non-threatening way.
The same person explained how when tribal politics has tried to interfere in the
college, even though this could be a negative impact, it turns out to be positive because it
makes the college stronger.
Every once in awhile, a candidate will pop up and want to take us over and I think
when that happens, it really makes us re-examine, you know, why do they want to
take us over? . . . is it something we are doing wrong? . . . and are they leaving us
a l l . . . vulnerable to them? Are they doing something that, you know, would . . .
if they came walking in that door, we would have .. . just kind of give up and let
them come in or would we barricade and fight back? . . . you know, and . . . and it
really makes us stronger. . . but more than once, I can . . . totally grateful for that
buffer that we built in, in the very beginning, our Board of Trustees, because I
think it’s been a saving grace.
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One person mentioned a tribal chairman who

. . always had, you know, the

thought that ‘leave the education to the educators and you’ll be okay.’” This same person
gave the college administration credit for keeping tribal politics out of the college.
‘‘Administrators of this college, you know, stood up for what they believed in and, you
know, they knew how to defend,. . . you know, the tribal politics,. . . to keep it out.” So,
even though this person looked favorably on one tribal politician, the tribal chairman, this
last quote showed the person still felt it beneficial to keep tribal politics out of the
college.
Some looked at the negative impact tribal politics could have on the college and,
since tribal politics and tribal government are usually one and the same, their comments
are directed toward the tribal government. One person said,
I’ve seen it in the past, where we’ve had councilmen, maybe eight councilmen,
and maybe one or two have a college degree. It’s, like, they don’t know which
direction to turn. They’re look . .. still appointing their friends instead of
qualified people to committees. . .
According to one person, politics did not affect the college, at least not overtly,
but covertly was another story.
At first, this was . .. really hard because . . . the tribe resented education, for one
thing, the tribal members, because none of them were [educated] . . . they couldn’t
see it was a . . . they could see it was something different than what they had been
used to. They couldn’t micro-manage it and everything, so we have two boards
and [the] difference with our administration keeping the two boards separate and
yet working together, they . . . politics didn’t play a big part in it.
However, he went on to say,
As we grew . . . I don’t want to say that there was a fear; but, they could see how
the college grew, and that education played a big part, and I think there was a fear
o f the education [in the Tribal Council], . . . because they were uneducated and
they weren’t used to these young people being able to direct them.
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T h e m e E ig h t: Im p a c t o n C o m m u n ity

Every single person interviewed at White Bear Community College agreed that
the college had a positive impact on their community. The following quotes, each from a
different person, illustrate this.
When you can increase over . . . a 30-year period . . . and you can go from 5
college educated people to over 400, you know, you’ve had an impact on a
community. . . . when you look at the social impact it’s h a d , . . . all 400 of us, I’ll
say, could have been living on welfare today, because that was primarily, you
know, the existence that we had before the tribal college.. . . Instead of th a t,. . .
we’re now taking these 400 jobs that were filled by non-Indians before and now
we’re part of the social fabric of our communities where the non-Indian was in the
compound, separated and segregated from us, and where we could only look in
and now our people see th a t. . . every one of us, on this reservation, has
somebody in our family that we can look up to, somebody that has earned their
degree. I don’t think there is a family here, anymore, that doesn’t have somebody
that just m ight.. . there’s somebody in their family. So, I think th a t. . . the social
fabric has been impacted. .. .
I think there’s . . . been a strong return to the . . . cultural, spiritual beliefs.
I think whereas people were, you know, it’s almost like floating around aimlessly,
you know, those people are now all practicing their own cultural ways. The
Creator is alive and doing well in .. . and I think that was one of the hopes and
dreams o f the .. . early founders, you know, t hat . . . the culture would be strong.
The people would live good lives.
I think the biggest impact we’ve had was that it raised the standard of living. . . .
our college does also offer GED. We have people who probably never would
have finished school and we have people th a t,., . you know, single mothers that
have gone through the doors of the college and are now employed somewhere . . .
gotten some kind of trade .. . and I think it has raised the level of that and not
only that it’s . . . many people who have gone through the doors are now working
all around the state in different areas and, you know, gone on to Grand Forks . . .
became, you know, teachers, have become doctors, some lawyers, so I think
we’ve gotten,. . . most have got their start right here and I think that’s the biggest
im pact. . .
Well, that’s one thing th a t. . . there was a lot of all this fighting and . . . physical
fighting. Now we can talk things over and people can hear there was a better way
o f doing things than continually battling.
. . . have pride in that and . . . all the different things in that way that the college
has been a . . . and the employment. I mean, I just cannot imagine . . . how this
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has impacted our people. 1 can . . . where would I have been if I hadn’t got that
two-year degree that led to my four? . . . and where would my kids . . . you know,
my family .. .
. . . it has the impact o f . . . giving us some . . . hope. It has that impact and . . .
gives us some self-pride about ourselves and . . .
If you go to our high school, now . . . you walk through our middle school,
if you were . .. our elementary schools, you’re going to see a lot of our members,
. . . tribal members that have come through this . . . community college and are
working in the school system. Where at one time, you never . . . we’ve never seen
a Native teacher. We’d always . .. and then it started with teacher’s aides, but
now you go into our . . . our school system and there’s a .. . teachers are there.
Our community . . . you go into our hospitals, and our doctors are there, you
know. That has a . .. that has that type of impact.
Cedar Tree College
Theme One: Need
The “need” for education was expressed in a variety of contexts. This “need for
education” was repeatedly emphasized for both the individual and the community. For
example, the community had a need for educated professionals. Individuals in the
community needed education to qualify for jobs and pull themselves out of poverty. At
the same time,
. . . people were beginning to realize that, yes, we need a . . . education. Our
people were gone away from here; like, how are you going to keep them down on
the farm, you know, after they’ve been out, the guys that come back from the
service and so education became important to Indian people, more so . . .
The need for education as it pertained to individuals, expressed as an individual
desire for greater knowledge, was evident when one of the interviewees said,
I think, one of the things that I will tell people is one of the things I
underestimated when I started the college was people’s desire for an education. I
never really thought Indians really wanted an education, and . . . bui I was just
blown away, I . . . when I set out my first flyers for the first four classes in 1983,1
put them out and then I went home and worried; I thought what if nobody
registers? (laughing) Like, what if nobody comes to my birthday party? But 47
people did and after they had . . . our enrollment kept doubling . . . until I got into
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trouble with the legislature and that stopped it and that was good. I’ll tell the
legislature that it stopped that doubling enrollment every semester because I was
working like crazy. I couldn’t accommodate them al l . . . . So, that’s why I say,
that legislature messing with us sort of helped strengthen us. It stopped that
enrollment, gave me a chance to get a handle on the students I had because by
then I was close to 400 students.
The need for access to higher education was also noted. One individual stated,
Prior to the college being started, all of our Indian children used to go to high
school off the reservation a t . . . and anyone, and at some point, I don’t recall the
years, but it was well prior to the college being started, there was a political force
on the reservation that demanded that we have our own school district and that
came about. So, you basically have political force on the reservation that felt that
the education process should start right here.
Another person commented,
Yeah, well, I think way back when education was very . . . not that much in our
reach.
.. . and there were people here that probably would never have done
anything. Education was not really their priority because it was not accessible.
So the college being here and just being able to walk over here, didn’t have to
have a car, not really, didn’t have to worry about a babysitter or being far away
from your children if you were going to go to school, and . . .
There was also the desire for Native Americans to control their own education, as
one interviewee stated, “So, politically, people seen it in the tribe’s best interest to control
their education.” Another interviewee said,
. .. and I think all along the question always was why can’t we start our own
college? Because they were aware of other colleges that were operating or
beginning or in session throughout the country and I think the . . . people were
ready for their own college . ..
Another person interviewed noted the positive impact local control over education
has had on tribal members: “. . . [A]ny type of training or education that was brought here
was more successful than if students had to go off the reservation for their education.”
Another person stated, “. .. [T]he fact that the board saw the need, and it’s similar to this
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old cliche we’ve heard many times; if we build it, they would come, and that’s exactly
what’s happened I would say with this institution.”
The evidence shows the desire of tribal members to obtain a four-year degree was
and still is a critical factor in the founding and the maintaining of a tribal college. One
person stated, “Most of our graduates come . . . 80% of them want to go on for a
four-year degree. So, a lot of them come to go on.” Another added,

. . [A]nd even

people that have their degrees want to come back and perhaps brush up on things. . . . ”
Theme Two: Leadership
Tribal colleges would not have been founded if it was not for someone, or some
people, with visionary leadership skills. “I think it was probably a vision, first of all,”
stated one interviewee. Once founded, tribal colleges faced and overcame many
challenges, many barriers and obstacles, on their road to stability and success. This could
not have happened without leaders who had the vision, the strength to persevere, and the
knowledge and wisdom to carry out this vision. Evidence discovered in the study
revealed that without strong, visionary leadership the two tribal colleges that participated
in this study would not have survived their infancy. The theme of good leadership is
illustrated in testimony by founding members, college board members, and college
documents.
She had the vision. You talked about vision. She expects quality. We knew
when she started this college that she wasn’t going to settle for anything less than
quality and I think that’s very important, when you’re having an Indian college.
1 think the fact that she is successful is that she was a nun, a sister and I think right
there, the community respects that and . . . being on . . . basically a Catholic
Indian community, I think she really didn’t have t ha t . . . I don’t think that it
would have been as easy going as it has been. She had that respect immediately
because of that and then all her education, all her experience . . . I mean, it just
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bloomed into what we have now was because of her leadership. The fact that
there’s respect there and integrity . . . we see that.
One problem educated Native Americans faced when returning home after
obtaining a four-year degree (or higher) was discrimination from their own tribal
members. Even while possessing the same qualifications as non-Natives, Native
Americans often have to overcome a credibility problem with their fellow tribesmen.
The following quote from the President of Cedar Tree College seems to indicate that
credibility is enhanced by experience and education.
I didn’t have that badly, a credibility problem. I think I was aided by the fact that
I served as a school principal seven miles off the reservation in the city o f .. . for
about 10 years. S o , . . . and I’ve been a known educator in northeastern . . . for all
my life, so, people . . . I had a good reputation as an educator. I’ve always had
compliments as a teacher, as a principal, as the administrator, and so . .. and that
kind o f stuff sort of trickles back to the tribe and people hear about it; so, I was
fortunate in that I had that good reputation from being in northeastern . . . for
about 30 years as an educator.. . . It helped my credibility. I think the other thing
that helped my credibility was that I had a Ph.D.
Several board members agreed that having a president with experience and
education was important. They also thought it was important that the president had
grown up on the reservation and was well respected by the tribe. One respondent added,
“She also contacted people who were very knowledgeable and asked for their expertise;
so, that’s the type of leader she is.” One board member said,
The other thing is, she worked off the reservation. She was a principal a t .. . for
quite awhile and she’s had that experience. She’s got an excellent background in
education. She was a sister; she was a teacher; she was a principal. She has a
wonderful background in administration. She’s highly respected on this
reservation and I think the key is . . . she was born and raised here. You have to
know that and she has the experience and the background that was really critical
.. . that we needed and I think we’re blessed to have somebody like her start our
college. .. . but I think that was one of the key factors is her being born and raised
here and having the educational background and experience, not only in teaching,

f
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but also in administration, that has given her the credentials and the experience
that we needed for someone to start the college.
Good leadership was also evident in the commitment, the dedication of board
members, as these comments by board members indicate: (a) “I just love it and to be
considered as part of this prestigious institute and board is really an honor”;
(b) “Anybody could run for the legislature. But to get on this board, you have to be
recognized for your education, for your commitment, and for your dedication.”
A seven-year appointment I think it was. You have to write a letter and appear
before the tribal legislature. So, I did that, and the governing body appointed me.
That kind of puts a double cream on your ice cream as far as, you know, being on
top and being, I always say, you know, it’s just the most prestigious committee
you could be on, on the reservation.
Theme Three: Tribal Members as College Presidents
As a former tribal college Academic Dean and President, the researcher is aware
that tribal colleges are notorious for turnover of presidents. In one instance, one tribal
college had five presidents in a two-year span. The more successful tribal colleges
appear to have two factors in common: a president who is an enrolled member of the tribe
and a president who has been employed at the college for several years. One of the study
questions was designed to determine if there were any advantages to simultaneously
being an enrolled tribal member and a tribal college president. As mentioned in Theme
Two, Leadership, the president of Cedar Tree College and several board members
believed it was an advantage to be an enrolled member of a tribe while serving as college
president. They gave many reasons why it was advantageous to be an enrolled member
o f the tribe. The president of this college had the following to say about being a tribal
member:
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. . . as a member of the . . . tribe, I can get into meetings as a tribal member that
non-[tribal members] cannot get into and our tribe d o es,. .. when we have out
general council, then . . . like, at the last one, the question always comes up . . .
there’s non-[tribal members] present in the audience and they will take a vote.
“Shall we let them stay or shall we please ask that they request them to leave?”
The last general council I was at, the vote was “ask them to leave.” . . .
The other thing is, I think that’s important, is the budget. Asking for
money and being able to say, “I’m a tribal member and these are the needs that I
see our students over here having.” That others probably would not be in such a
stronger position to do. The other aspect is knowing our tribal legislators. I know
some o f them, when they were growing up as kids; I know them as adults. I know
them on a first-name basis. Maybe I grew up next door to them so I can drive
right over to their house or know where they stop and have a drink after work and
meet them there and/or act like I just, “Oh, what a surprise seeing you here.
Yeah, I’ve been wanting to talk to you about such and such.” Just knowing them
and that kind of a relationship helps.
Because this person was a tribal member, she felt it was easier for her to approach
the tribal legislature for funding. She talked about the advantages of growing up on the
reservation and how she personally knew all the tribal legislators. In addition, this person
felt that being an enrolled member of the tribe had other advantages, besides being close
to people in the tribal government.
. . . it gives you a fabulous understanding t ha t . . . of the culture, o f . . . culture, or
any particular tribe’s culture, that you wouldn’t get in a standard textbook or that
you wouldn’t get, just sometimes living there, ‘cause there’s stuff we don’t share
with everybody.
When it comes to representing the college at the tribe’s legislative meetings, this
person said, “Anytime we have tribal meetings, I’m always, I always try to be present,
not necessarily as the president of the college, but as a tribal member.” The president of
this college is comfortable sending the tribal legislature a copy of the annual audit report
o f the college.
... if they have any questions, they can invite me to the legislature meeting or I
can show up there or respond to any of them over the telephone or if they want to
come into my office and visit me, I keep them informed.
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In September, she provides

. a report to the tribal legislature on the activities

and the progress,. .. the issues of the college . . In all tribal dealings, this president
felt being an enrolled member of the tribe was important. Her feelings about being able
to attend tribal legislature meetings is evident in the next quote.
. . . and so, when tribal business comes up, and if a tribal member happens to
mention the college, I’m there to defend or state my case with the college or
whatever else. If I was not a tribal member, I’d have to leave and I think that’s
important.
Her feeling about tribal college politics was “I think they’ve [tribal politics]
essentially helped us because the key is to keeping them informed so that they can’t
attack you and to show that you are a success.” When asked what problems a president
o f the college would have if he or she was not an enrolled member of the tribe, the
president of this college replied, “They’d be out of the loop. In other words, they’d be
out o f the information loop. They wouldn’t have the camaraderie, the friendship, the
background.” She went on to say, “They wouldn’t know the different political divisions
or groups within the community and who’s where and who stands for what and who’s
been political enemies for ages and ages. They wouldn’t have that knowledge.” She
finished by saying,
The other thing you’d have to know in the tribal community is who’s related to
who. . . . and they don’t have that. A lot of times you have to . . . I have to tell my
faculty, “Well, okay, you are going to meet with so and so, know this and this and
this.” That this is who they are related to so be careful what you say and don’t
compare them or don’t say anything derogatory about another family or anything
else . . . because you never know who they are related to or how they are related.
This knowledge is extremely important to a tribal college president. It gives him or her a
huge advantage over a non-tribal member.
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The board members interviewed were in total agreement with the president on
how important it was for the president to be an enrolled member. One was quite
emphatic when asked that question:
She knows the people.. . . She knows the people. She’s from here; she’s lived
here; her family lives here and we didn’t have to put her through any kind of
orientation as to what kind of pluralistic people she’d be working with. She knew
. . . she knows everybody here, knows the family enough and I think that is the
biggest contribution.
Another board member responded by saying, “. . . but I think that was one of the key
factors is her being bom and raised here . . . ” Another person agreed: “She’s highly
respected on this reservation and I think the key is, as . . . said, she was born and raised
here.”
Having an effective president was essential to the success of this college,
according to those interviewed. This success has led to success in other areas. One board
member pointed out that a tribal college journal often features tribal colleges in its
publication and often articles featured students from Cedar Tree College as well as the
college itself. He went on to say that the president had been taking “leadership positions”
in national Indian organizations, which resulted in the president raising more funds for
the college. All this had an economic impact on the reservation and national recognition
for the college.
Theme Four: Community Support
Historically, Native Americans have understood the importance of getting an
education, but they have not wanted to give up their culture to do so. Therefore, they
resisted education instead of embracing it. This struggle between culture and education
continues today. It was this dissatisfaction with the higher education system in America
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and the understanding of the importance of education that eventually led to the founding
o f tribal colleges. It was the realization of how important higher education is to the
future o f tribal nations that protected the fledgling tribal colleges from harm from within.
Thirty years after the founding of tribal colleges, this grassroots support from
community members continues to protect the colleges from forces that do not want them
to succeed. Community support helps the college survive political turmoil. According to
one person interviewed, the tribal legislature tried to shut down the college shortly after it
was founded. The president appealed to the community for help and, at a meeting with
the tribal legislature, she received overwhelming support for the college from community
members. In recalling the crisis, she stated,
It strengthened us as a college, because what it did was made the people stand up
and say, “Yes, we want this college.” It forced people to take a stand when we
are together, whether the college was going to stay or whether it was going to be
shut down. S o , . . . and a lot of people took the stand to say, “Yes, we want it.”
So, it, the people spoke very loudly and very clearly to our legislatures saying,
“We want that college.” That strengthened us.
This community support was also very helpful in helping the college receive tribal
funds, as the president of the college further stated, “So, when I come over with my
budget request, they [the tribal legislature] give it due consideration because they know
the people are interested in this college.”
The president of Cedar Tree College works very hard to retain community
support. One way is through presenting the college as

. . not just a tribal program; it’s

a tribal business and I view us as a business and I have to. . . . ” The president attends
tribal councils and at legislature meetings she tells people, “. . . don’t think of the college
just of terms in education, but think of it in terms of also economic development.” She
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points out all the jobs the college has created, not minimum wage jobs, but highly paid,
professional jobs. Getting the community and community leaders to think of the college
in different ways than just education is another aspect of promoting the college and
retaining community support.
Running it as a business . . . I also run it as a business and I know a lot of colleges
and institutions of higher education are not necessarily run as a business. They’re
run as a non-profit organization and we are non-profit, but I still am cognizant of
our budget, of our cash flow, of our costs and expenses, and keep that foremost in
our mind and use our financial matters . . . or to keep me always abreast of our
financial situation. I think that’s important looking at what our students can
afford to pay in terms of tuition, looking at new programs and what we can afford
to do for other tribes, looking at other alternate sources of revenue and looking at
how we can best plan and use that revenue rather than just squander it; so, I’m
always looking at that aspect, as of this college, as a business that has to watch its
cash flow and watch its investments and . . . to sustain itself.
Theme Five: Qualified Individuals
Most reservations are located miles from major towns and cities. This isolation
factor along with lack of housing, low pay, and tribal politics, makes it extremely
difficult to attract and retain qualified personnel. Yet, tribal colleges could not have
survived without qualified, committed people. Tribal college governing bodies and
administrations recognized the need for qualified staff early on as an important factor in
making the colleges successful. The majority of the board members at Cedar Tree
College all agreed that the key to the success of the college was the president. The
president had to be a highly qualified, dedicated individual who was respected by tribal
members.
The other thing is she worked off the reservation. She was a principal a t . . . for
quite awhile and she’s had that experience. She’s got an excellent background in
education. She was a sister; she was a teacher; she was a principal. She has a
wonderful background in administration. She’s highly respected on this
reservation and I think the key is .. . she was born and raised here. You have to
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know that and she has the experience and the background that was really critical
. . . that we needed and I think we’re blessed to have somebody like her start our
college.
The president of Cedar Tree College has managed to overcome such barriers as
isolation, poor housing, and tribal politics to the college’s success and has not only hired
qualified people, but has managed to retain them as well. The president of Cedar Tree
College noted, “There’s such a need for our key personnel.” The college overcomes
these barriers by aggressively recruiting off the reservation. As a result, the president
admitted, “. . . I’m able to readily and easily attract highly qualified people . .

She

continued to speak:
In terms of our success as a college, and I think we are one of the more successful
ones, the biggest thing for myself is being able to hire really qualified and talented
people.
I have remarkable people on my staff. And they’re a l l . . . they’re holding
the degrees that are necessary for in their positions . . . whether its a Ph.D. or
whether it’s a degree in Finance . . . a Bachelor’s in Accounting and her CPA
status and working on a Master’s Degree.
She went on to say, “. .. my problem is, I don’t have a whole lot of educated
[tribal members].” She said, “I try to hire Indian people. I think it’s good for our
students to see Indian people in positions of administration and faculty as role models.”
Her goal has been to keep the Indian, non-Indian employee ratio at about 50:50. In the
past, when this college president finds out a tribal member has qualifications needed at
the college, she has immediately called them up to say, “Come and teach for the college.”
But, she says, “The tribe robs me.” She explained,
They, the tribe, can pay a heck of a lot more than I can afford to spend, so they’ll
hire or recruit some of my staff. . . . So, I have a hard time keeping ’em because I
can’t pay the higher salaries that they [other places] pay.
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She goes on to talk about the teachers on staff:
The other thing I do is hire other people of other cultures. I have an Algerian on
staff; he .. . born and raised in Algeria; he’s a fabulous math teacher. I also have
a real Indian from Sri Lanka on staff and he’s a Ph.D. in Chemistry.
She says she does it to help the students come to understand other cultures.
Theme Six: Culture
Every person interviewed agreed that the preservation and promoting of tribal
culture is an extremely important role of the tribal college. “The other aspect that I think
is absolutely important is you know the tribe’s history . .

the president of the college

said. In addition to preserving the tribe’s history and culture, a priority for the college,
the president said her knowledge of her tribe’s history and culture was helpful when
interacting with tribal government and tribal members.
I rely on our tribe’s history a lot when I speak before tribal members. If I can go
back and say this is what happened in 1924 blah, blah, blah, blah, blah and so this
is what’s happening today and there’s a big great similarity, that’s a tremendous
aspect because nobody else there who knows that history that you know, that can
refute it. .. . and it gives you a good . .. good strong basis upon which to make
your decisions and say, “This is the way it occurred then; nope, you’re wrong;
your date is wrong, it’s really 1918.” I’ve done that.
The college’s determination to integrate their tribe’s culture in all aspects of the
college was instrumental in building self-esteem in students and tribal members, which
led to support of the college and success in the classroom.
Theme Seven: Barriers and Obstacles
Tribal colleges faced and overcame significant barriers and obstacles getting
started. Cedar Tree College was no exception. Two major problems that Cedar Tree
College overcame were politics and lack of adequate facilities. According to responses to
interview questions, the political struggle Cedar Tree College went through was quite
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remarkable. “I think the most astounding thing is that this is a sole entity,” a board
member said, referring to the political struggle the college endured. He was referring to a
time when members of the tribal legislature wanted to take over the college.
A number of years ago, certain members of our tribal legislature wanted to take
this over as far as running it, taking the power over to running this and there was a
major campaign done to get signatures to say that this is . . . college. It’s not a
tribal enterprise or a legislature college. It’s for the . . . people and I think based
on that, this campaign to get signatures which were given to the tribal legislature
said, in all essence, that this is a college that will be run by the body that is
selected here and not through politics and I think that is probably the most
astounding thing, I think, happened; whereas, now you really don’t feel that
pressure except perhaps to get some funding from the tribe itself to run the
college. It’s, what do they call it, the first. .. charter. . . . That doesn’t allow them
to get them politically involved in the operation of this college.
This autonomy of the college, according to one board member, “. . . is probably the thing
that gives the college its strongest, what you call, positive, strongest. . . stability in the
administration.”
The lack of space was another major barrier facing Cedar Tree College, as stated
in the following quote.
. . . space, we didn’t have any classrooms. They had to share what started o u t . . .
in a little trailer next door and having classes over at the high school and it was
obvious from the sta rt. . . that the interest that was shown, for the number of
people that were involved in the classes, that a building had to be built.
It was a motivation to get that building going and it didn’t stop people
from enrolling in classes, no.
The lack of space was not just a problem at the college. It extended to the entire
reservation. Lack of adequate housing was a major problem and continues to be a major
problem on the reservation.
When we were . . . restored back to reservation status, a lot of our people came
back from the cities and it was a problem then to find room for housing; we
started expanding the whole housing areas around and so just along with that we
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are also struggling to find places for the college and we’re still looking for space
here.
Theme Eight: Impact on Community
The impact that Cedar Tree College has had on the reservation and surrounding
areas is tremendous. More and more, tribal members are becoming educated and trained
to hold jobs that were previously inaccessible to them. This has had a positive economic
impact on the reservation.
In regard to a trained work force, the president of the college proudly points out
that, prior to the tribal college, you never saw tribal members working in a town adjacent
to the reservation. “But a lot of our students get hired there as clerks and waitresses .. .”
The college has had a tremendous impact on the reservation in terms of graduates. One
interviewee noted, “Most of our graduates come . . . 80% of them want to go on for a
four-year degree. So, a lot of them come to go on.” Those who do go on are successful,
as explained:
. . . and I have about, I think I have about 20-25 students finishing up their
management, business and management baccalaureate degrees.. . . In a few days,
. . . will be holding their winter graduation and I think we’ll have about 20 Indian
people and non-Indian people m ore,. . . about 15 of them, I think, are Indian;
maybe 5 are non-Indian, from the area that’ll be graduating from . . . with their
Master’s in business.
Once they graduate, tribal members often return home or to the surrounding area
to work as pointed out:
The very first graduate of [Cedar Tree College] graduated this year with her Law
Degree from . .. and she’s set quite a pace for the rest of our graduates to meet, so
her husband, also a [Cedar Tree College] graduate, graduated from . . . this year
with a degree in Sustainable Development and he’s working a t . . .
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Other tribal members who have received degrees and are working in the area were
mentioned. The casino manager has a Master’s degree; the head of the Gaming
Commission has a Master’s; the HUD director, Tribal Housing Director, obtained his
Master’s. One person stated,

.. it’s a remarkable impact for such a young college.”
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CHAPTER V
SUMMARIES, CONCLUSIONS, AND
RECOMMENDATIONS
The colleges are more similar than they are different. Both colleges have new
facilities and with state-of-the-art equipment, as do state institutions. Each of the
institutions is highly respected by funding agencies, private, state and federal, which
award them millions of dollars annually for everything from faculty development to
capital construction. The areas where they resemble each other are also primarily the
areas where they are similar with state institutions. In fact, for all of their talk about
being different from state institutions, the two tribal colleges that participated in this
study are remarkably similar to them. They have basically the same organizational
structure - governance, administration, and faculty - as state institutions. They are
accredited by the same accreditation agency that accredits the state institutions. They
basically follow the same grading process as state institutions, the general educational
requirements are almost identical, they often use similar textbooks as state institutions,
and they require the same qualifications for their employees as state institutions. What,
then, makes them different from state colleges and universities?
There are several areas in which they are different from state institutions. They
are located on an Indian reservation, chartered by their respective tribal governments, and
they are managed and operated by tribal people. This may not sound like an
earth-shattering accomplishment; but it must be remembered, at the time tribal colleges
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were founded the majority of businesses on Indian reservations were owned and operated
by non-Indian people. Indeed, on many Indian reservations these conditions still exist
today. Another major difference is that they promote, preserve, and teach the culture of
their tribes. Why is this important? Three reasons. The first is Americans of European
ancestry can always go to their forefathers’ country of origin to relearn their language and
culture. Native American tribes do not have that luxury. Once their language and culture
is lost, it is lost forever. If the tribal language and culture are to be preserved, it must be
done on the reservation, not in some distant location. The second reason these
preservation activities are essential is that each tribe’s language is unique to their tribe,
their geographical location, and cannot be found anywhere else in the world. After
centuries of fighting to keep their cultures in secret, these two institutions actually teach
it. Yet another difference is the age of the population they serve; most are females who
are in their late twenties with one to five dependents. Finally, the biggest difference is
the number of tribal members they trained or sent off to state universities to get a
four-year degree and, in increasing numbers, an advanced degree. Granted these
numbers are nowhere near the same as state institution numbers, but when a community
did not have any of these to begin with, the success of even one student is a major impact.
Although alike, there are some technical differences between the two participating
colleges. First, there is a difference in age. White Bear Community College is 21 years
older than Cedar Tree College. Then, there is a difference in size and number of
students. White Bear Community College has approximately twice the number of
students and its facilities are twice the size. (This will change once Cedar Tree College’s
capital constructions projects are completed.) Then, there are the obvious tribal
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differences. Each college’s mission is unique to their tribe in that they are serving a very
specific group of people, their tribal members, and no one else. Although a number of
non-Indian students enroll. Finally, there is a geographical difference. One college is
located within an area of the country classified as “plains,” while the other is located in a
“woodlands” area of the country.
Summary of the Study
►

“The story of the Native American experience has been described, almost always,

in the language of despair” (Carnegie Foundation for the Advancement of Teaching,
1989, p. 1). Well-intentioned people, missionaries, settlers, reformers, and a host of
others have sought to give the gift of white civilization to Native Americans through
education, most commonly through separation of the youth from their culture (Carnegie
Foundation for the Advancement of Teaching, 1989). Other, not so well-intentioned,
people have taken a completely different approach. They did not want to give the Native
Americans anything in exchange for their land; if anything, they wanted to eradicate them
so they could take their land (Special Subcommittee on Indian Education, 1969).
Whether by well-intentioned or by ill-intentioned people, Native Americans were blamed
for their resistance to any effort to assimilate them into the mainstream (Carnegie
Foundation for the Advancement of Teaching, 1989; Wright, 1985).
The purpose of this study was to identify the factors that led to the success of two
t ->al colleges located on two separate Indian reservations where previously educational
ventures had overwhelmingly resulted in failure. This purpose was accomplished by
examining the historical and current perspective through a literature review, interviews
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with the college presidents and board members from each institution, and by analyzing
critical documents from each college.
Summary of the Literature
The literature provided two views why Native Americans resisted assimilation
into the mainstream and, therefore, its educational process. According to Wright (1985),
there are two distinct views in the history of Indian education: “the ‘traditional view,’
which dominated the literature to the 1960s, and the ‘ethnohistorical view,’ which
emerged with the establishment of the Indian Claims Commission in 1946 and developed
more fully in the past two decades” (p. 7). The “traditional view” tends to romanticize
the attempts to educate the Native Americans. “A noble experiment that failed” (p. 7).
The “ethno historical view” provides a more balanced account of Indian education.
When the traditional view is utilized, judgments are made in cultural contexts by
mainstream decision makers based on a set of common experiences within that culture,
and then erroneously applied to a similar type of behavior in Native American culture.
For example, it was stated in the beginning of this chapter that Native Americans were
the ones who were blamed for their resistance to assimilation. Within the mainstream
culture, this resistance to assimilation and education was all too often blamed on lack of
motivation on the part of the Native American. However, education that is incongruent
with the culture, values, and experiences of Native American students causes a role
conflict that can be resolved by either rejecting one’s own culture or, more often,
rebellion against the educational system. This rebellion is seen in the early grades as
frequent absenteeism and in secondary and post-secondary education as school dropouts
(Longie, 1995).
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The second, ethno historical view, that emerged from the literature came when
intangible factors - the spirituality, the profound respect Native Americans have for their
family, their ancestors, Mother Earth and all living creatures, and, most of all, the
Creator - were considered. At the root of these traditional values are family values. This
is an essential fact that may be overlooked by non-Indians who fail to see the connection
between the Indian families’ spirituality and education. Until recently, Native American
culture, history, and values were learned at home. Unfortunately, Native American
culture in the public schools was, at best, ignored and, at worst, punished, sometimes
severely so (Peacock, 1996). Rejection of one’s culture meant, in a very personal way,
rejection of one’s family.
The literature showed that these traditional/family values are and continue to be
the primary reasons Native Americans resisted assimilation. As the two tribal colleges
participating in this study proved, once traditional/family values are acknowledged,
respected, and incorporated in the curriculum, Native Americans can, and do readily,
accept “the white man’s education” and many excel at it.
Summary of Themes
Theme One: Need
Many of the factors that led to the success of the colleges were identified by
analyzing the interviews. This process led to eight themes. The first theme, Need, is
expressed in a variety of contexts. There are both community needs and individual
needs. The “need for education” was repeatedly emphasized for both individual and
community needs. For example, the community had a need for educated professionals.
Need for education was also an individual theme, expressed as an individual desire for
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greater knowledge. The need for educated tribal members was another. Needs were
expressed to be free of a system that imposed its beliefs on them and to preserve and
promote their culture and heritage. Finally, there was a need to control their destiny.
One respondent talked about other people “imposing their beliefs on them.”
Theme Two: Leadership
Webster’s dictionary defined leadership as the capacity to guide on a way,
especially by going in advance. Early leaders had to tread ground that was never tread
before and that took courage. Early and current leaders in the tribal college movement
demonstrated a tenacity and commitment to the cause. They also had a dream, a vision
that they just followed, and they had to believe that education was very important to their
people. They were the movers and shakers on the reservation. Their attitude was,
“You’re damn right I’m an Indian, but I can do it.” They would not let barriers such as
no buildings, no funding, not having textbooks stop them. They worked with little or no
pay and they were able to convince other people to help them. Several of the college
founders still either serve on the board or work in current administration. This long-term
commitment to the college is another reason why these colleges are now successful
institutions of higher education. Rarely does a person, when faced with constant,
seemingly insurmountable barriers, remain in his or her position long. In order to
survive, the leaders had to understand tribal politics and persist in preventing politics
from interrupting the day-to-day operation of the college. This need for understanding of
tribal politics relates to the third theme.
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Theme Three: Tribal Members as College Presidents
The two colleges in this study had an advantage most other tribal colleges did not
have; each had a college president who was also an enrolled member of the tribe. Only
people who are born and raised on reservations can understand the subtleties and
complexities of tribal life and tribal politics. Only they will be able to discern and stay
abreast of the constantly shifting alliances in tribal politics. Only they will be able to
have the respect of the elders and traditionalists. Theme Three is related to the fourth
theme, as tribal members, other things being equal, can expect more support from the
community than outsiders, and have better understanding of the methods by which to
garner that support, which may be unique to that tribe or reservation (i.e., funding from
tribal government, support of elders, etc.).
Theme Four: Community Support
Those who are familiar with Indian Country have unique experiences that allow
them to understand the value of community support in this context. Without community
support, any organization will not last long on the reservation. Prior to the establishment
of tribal colleges, “white man’s education” was viewed as a necessary evil. Other than
support for the athletic teams, there was no community support for educational
organizations on Indian reservations. This is still true to some degree today. However,
the community support for these two tribal colleges was and still is overwhelming. This
community support enabled these colleges to survive tribal politics and increase student
enrollment.
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Theme Five: Qualified Individuals
The theme, Qualified Individuals, means individuals who have the education,
knowledge, and experience to work on Indian reservations. An individual may have a
four-year degree, but still not be qualified to work on Indian reservations. Conversely, a
person who is qualified to work on a reservation may not be qualified to work in a tribal
college. Tribal colleges have to walk a fine line when hiring people to find those who
have the educational requirements, the cultural understanding, and the personal
characteristics to be effective in an environment that presents a unique set of challenges.
Personnel hired must be able to deal with high rates of absenteeism due to family
problems, lack of daycare, and a host of problems related to low income (e.g., ancient
vehicles that frequently break down and leave the student with no transportation).
Faculty must be prepared to teach students who graduate from high school but who are
nonetheless performing several years below college level in mathematics and reading.
Most tribal college faculty are strongly dedicated to their students. How else would you
explain their willingness to teach on an Indian reservation where salaries and resources
tend to be significantly lower than offered by other educational institutions?
Theme Six: Culture
Culture, or the preservation, restoration, and teaching of culture, arguably may be
the most critical factor in the success of tribal colleges. Openly teaching the culture has
had a tremendous impact on reservations. It has brought back self-respect of “being
Indian” through its ceremonies and customs. One person proudly noted, “Twenty years
ago we have one, two drums; today we have over 20.” Tribal colleges may not have
educated all tribal members, but they have given a sense of pride to everyone by teaching
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history ot the tribes. A student’s knowledge of tribal history and culture is an invaluable
asset to instructors at tribal colleges.
Theme Seven: Barriers and Obstacles
In view of the barriers the two colleges had to overcome, it is amazing that they
managed to survive at all. Their success is all the more remarkable in view of this theme,
which was the most well-substantiated of all eight areas identified. What is important is
that each barrier they encountered only stiffened leaders’ resolve more.
The major obstacle was inadequate facilities or, in the case of White Bear
Community College, no facilities at all. The lack of space was not just a problem at the
college. It extended to the entire reservation. Lack of adequate housing was a major
problem and continues to be an issue on the reservation. This is critical if the college
wants its faculty to become part of the community.
Funding for tuition was another common barrier. To fully understand this
problem, you have to remember that many Indian families live in poverty and, without
financial aid for their tuition, they simply cannot afford to attend college.
Apathy and a lack of expectation was a barrier that had to be overcome. Most
tribal members did not think it remotely possible to establish a college on the reservation;
and once started, the view that quality of academic programs was not comparable to state
institutions was yet another major barrier to be overcome.
Politics is a reality of life on the reservations. If you work there, you will have to
deal with it sooner or later. White Bear Community College and Cedar Tree College
were no exceptions. Tribal politics sometimes worked in favor of the colleges and
sometimes it worked against the colleges. At times, if there had not been a strong
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following of people supporting the colleges and strong leaders advocating for the
colleges, the colleges would not have survived those early years. The courage,
leadership, and determination by individuals to overcome barriers and obstacles resulted
in many positive developments on the reservations. These developments are explained in
Theme Eight.
Theme Eight: Impact on Community
Every single person interviewed in this study agreed that their college has had a
positive impact on their community. It is hard to say what area of the reservation was the
most positively impacted. It can be argued that having more college-educated tribal
members was the major impact;

. . five college-educated people to over 400, you know

you’ve had an impact on a community. . . ” One interviewee noted, “Most of our
graduates come . . . 80% of them want to go on for a four-year degree.” As a result, tribal
members have become teachers, doctors, and lawyers. With everyone belonging to an
extended family, a family member could look up to someone in his or her family who has
earned a degree.
Or, a case could be made that the biggest impact was providing the community
members with a trained workforce thus making tribal member more employable. The
president of one college proudly points out that prior to the tribal college, “. . . you never
saw tribal members working in a town adjacent to the reservation.” Several interviewees
remarked that having a trained work force has definitely raised the standard of living on
their reservations. They proudly pointed out that tribal membe: who were receiving
government assistance have obtained GEDs and are now employed. A huge number of
single mothers went to college and are now employed. Many, many tribal members have
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found employment off the reservation and tribal members now fill jobs that were
traditionally filled by non-Indians.
With the teaching and restoration of culture, people are taking pride in “being
Indian.” People who were “floating around aimlessly” are now all practicing their own
cultural ways. With a return to the traditional way, people “talk things over” instead of
resorting to less constructive means of resolving their differences. One person said it
best:

. . [I]fs a remarkable impact for such a young college.”
Conclusions
This researcher has concluded that these colleges are successful because there is

substantial documentation indicating that they are effectively performing and carrying out
the functions of an institution of higher education. Taking into account the history of
failure that is associated with higher education and Native Americans makes it all the
more amazing that they reached their current status in a few short years. Although they
have only been in existence a relatively short time and located on Indian reservations, the
institutions are comparable to state institutions in the areas of governance, administration,
qualifications of personnel, and accreditation status. Furthermore, the number of students
they serve may not be equal in number to state institutions, and the facilities may not
contain the same amount of square footage, but programs of study and the courses within
them are of comparable quality, enough so that students who complete them can
successfully transfer to any state institution of higher education. In addition, it could be
argued that they outperform state institutions in graduation and retention rates of Native
American students. This is a result of a variety of factors: easy access, small class sizes
which allow students to receive more individualized attention from instructors, older
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students who are more motivated, and the incorporation of culture throughout the
curriculum.
The success of these two institutions did not happen by accident. The founders of
these colleges had a vision of bringing higher education to their reservations and the
wisdom, knowledge, perseverance, and courage to make their vision a reality. These
early leaders recognized the critical need for higher education institutions on their
reservations. They understood that higher education was important to tribal people for
different reasons. There was a need for educated professionals to fill the critical jobs held
by non-Indians. There was a need to have a trained work force, and there was a need for
accessible college education. With accessibility to college, tribal members, on their own
initiative, obtained GEDs, Associate degrees, and job training, and many individuals
transferred to four-year institutions of higher education.
Both colleges are at the forefront in preserving and promoting their tribal
language and culture in a way no other institution could or would. Most importantly,
with more and more educated tribal members, these tribes are taking control of their
destiny. This is evident in the number of high level jobs filled by tribal members.
Fortunately, these tribal colleges have leaders, then and now, who did not let themselves
be dissuaded by seemingly insurmountable barriers (i.e., lack of adequate facilities and
funding, negative tribal politics, apathy, and low expectations).
Among these leaders, one leader stands out - the college president. The college
presidents for these institutions are highly motivated, dedicated, respected tribal
members. Their commitment and hard work have resulted in increased funding, new
facilities, and 10 years of accreditation by their respective accreditation agencies. It goes
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without saying that the college presidents and therefore the colleges would not have
reached their current level of success without support from the community.
Time and time again, tribal members stepped forward and supported the colleges
in times of crisis. This community support is a major reason why these colleges
succeeded. As a former tribal college student, tribal college board member, tribal college
Adult Basic Education instructor, tribal college academic dean, and tribal college
president, it has been this researcher’s experience that it takes a special person to work at
a tribal college.
Personnel hired must be able to effectively handle the conditions that are unique
to tribal colleges (i.e., requirements to become familiar with the culture, students who
face a host of barriers to their education). Finding faculty willing to teach under
conditions unique to tribal colleges is another indication of these colleges’ success.
If the measurement of success was solely the preservation, restoration, and
teaching of culture, these colleges are a resounding success. A person walking through
the colleges will see evidence of culture everywhere they look, from pictures and tribal
artifacts hanging on the wall, to tribal icons built into the building, to tribal people in high
level administrative positions. These symbols let you know you are in a building
dedicated to the preservation and restoration of the culture.
However, an institution cannot be deemed a success until you measure its impact
on the surrounding community. This is the area where the colleges’ successes are most
evident: enrolled members in high level, professional positions, an exponential increase
in college graduates over time, a trained work force enabling people to find employment
on and off the reservations, a higher standard of living on their reservations, and less
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reliance on government assistance. The most noticeable group impacted is the number of
single mothers employed, enrolled in college, or continuing their education at a four-year
institution.
Lessons to be learned from this research are not limited to tribal colleges. A
common joke on the reservation is that one way of knowing you are really an Indian is
that you have met a dozen anthropologists before you turned 21. Given that, it seems
fitting to close this chapter with a quote summarizing "his research, one often attributed to
the anthropologist Margaret Mead:
'‘Never doubt that a small group o f thoughtful, committed citizens can change the
world. ”
Recommendations
Although there have been numerous, localized studies conducted on tribal
colleges in a variety of areas, there have been few large-scale programs of research. The
results of the majority of these studies have been overwhelmingly positive toward the
tribal colleges. This may be due to the relative newness of tribal colleges; the only
researchers interested in them are those who either had a role in the founding of tribal
colleges, those who work for tribal colleges, and “outsiders” who come in contact with
tribal colleges or their students (i.e., professors at state universities, politicians, and
employees of huge foundations, such as the Ford Foundation, the Kellogg Foundation,
and Bush Foundation, who commission a study). Hence, the overwhelmingly positive
results. This leaves the field wide open for studies to be conducted on a multitude of
dimensions, reflecting both positive and negative aspects of tribal colleges. Gaps in the
sparse, existent research call for both further studies with tribal institutions as the sole
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focus, and comparison studies, examining the relative strengths and weaknesses of tribal
colleges and other institutions of higher education. Specifically, the researcher
recommends further research in five of the eight areas (themes) identified in this study:
1. Theme One: Need - A study on recruitment and retention - What are key
factors in success or failure of tribal colleges in the recruitment and retention
of Native American students? Graduate rate - What institutional and personal
factors explain the differential rate of Native American students at tribal
colleges compared to state colleges and universities? Transfer rate - What is
the overall transfer rate of tribal community college students to four-year
colleges and universities? How do those institutions with higher transfer rates
differ from tribal colleges that have fewer students transfer?
2. Theme Two: Leadership and Theme Five: Qualified Individuals Leadership - Have tribal colleges increased the number of tribal members in
leadership positions on Indian reservations? A study to determine the
demographics of tribal administration, tribal industries and agencies serving
the reservation, and also the qualitative change in operations, if any, caused by
an increasing proportion of tribal members employed.
3. Theme Six: Culture - A study to determine how much of the revival of the
culture is attributable to tribal colleges. A study to determine what the
relationship is between culture integration and student academic success.
What is the relationship between cultural integration and student academic
success? Do students who are less assimilated experience more success at
tribal institutions?
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4. Theme Eight: Impact on Community - A study to determine the long-term
impact tribal colleges and tribal college graduates have on reservation
communities.
As can be seen by the preceding recommendations, the field is truly wide open for
further research, a common situation with a new phenomenon such as tribal colleges. In
the future, one can expect to see this body of research grow, adding to our knowledge of
both the successes and failures of tribal institutions.
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APPENDIX
Interview Questions
1. What do you believe are the major factors that contribute to the success of the White
Bear Community College*? Cedar Tree College*?

2. In your opinion, what has been the impact of tribal politics on the operation of your
college?

3. In your opinion, what difference does it make having a member of your tribe as
president as opposed to having a non-enrolled Native American as president of your
college?

4. In your opinion, what difference does it make having a member of your tribe who was
born and raised on your reservation as president of your college?

*not their real names
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